Addressing specific individual learning needs by Kuzmich, Karolina
ADDRESSING SPECIFIC INDIVIDUAL 
LEARNING NEEDS 
KAROLINA M. KUZMICH 
August 1998 
Minor thesis submitted in partial fulfilment ofthe requirements for 
the Degree of Master of Education (Coursework) 
School of Education 
University of Ballarat 
S b *c ' * A C c {2 e c A; <«*, 
y <t ~• <+ t, / - 2 of 2 
UNIVERSITY OF BALLARAT 
CJQAOV 
This thesis contains no material which has been accepted for the award of any 
other degree or diploma in any College or University, and, to the best of m y 
knowledge and belief, this thesis contains no material previously published or 
written by another person, except where due reference has been made in the 
text of the thesis. 
Signed: 
Augusfl998 
2 
DEDICATION 
For my Mum and Dad, Margaret and Ernest Kuzmich 
3 
ADDRESSING SPECIFIC INDIVIDUAL LEARNING NEEDS 
ABSTRACT 
This case study examines the impact on children's language learning of diagnosing 
specific individual learning needs and effectively creating and conducting an 
appropriate program to meet those needs. Two children in grade one - Tom and 
Tanya, were involved in a daily program that was conducted for eighteen months. An 
eclectic approach was used in creating the program. This consisted of a variety of 
activities conducted to meet the specific individual language learning needs of 
children based on the skills and knowledge of educationalists and 'clinicians'. At the 
beginning ofthe program Tom knew three sounds ofthe alphabet and Tanya knew 
nine sounds, five months later they were writing and reading three and four letter 
words. The study also found students developed language skills and knowledge at an 
increased rate, their confidence, self-esteem, happiness and pride increased, they 
became more open to other curriculum areas, their learning became ongoing as 
learning difficulties were resolved and the world of literacy began to open. Parents 
were proud ofthe progress of their child and developed their skills and knowledge of 
language learning enabling them to effectively provide assistance. Teachers felt 
success. 
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CHAPTER ONE 
INTRODUCTION 
Education in modern societies is a contested public enterprise where many different 
interest groups compete for influence, as Rendshaw (1995:27, cited in Grieshaber, 
1997:28) and others (Apple 1992; Peshkin 1992) have argued. At any one time, the 
practices of schooling are determined by the often conflicting interests and 
expectations of stakeholders in the education process. Rather than focusing on the 
various trends in education or the influences in a particular period of time, this 
research places the individual child first. Its purpose is to determine the impact on 
student learning of a process of diagnosing specific individual learning needs, then 
effectively creating and conducting an appropriate program to meet those needs. This 
process establishes itself as an eclectic approach to literacy encompassing previous 
and current skills, knowledge, attitudes and feelings to ensure the positive 
development ofthe individual. 
The Study 
As already indicated, the purpose of my study is to determine the impact on children's 
language development of diagnosing their specific learning needs, then designing 
appropriate programs to meet those needs and effectively conducting those programs. 
The study involves two children in grade two who demonstrated language learning 
difficulties, Tom and Tanya. (Fictitious names have been used.) They participated in 
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a specifically designed literacy program, conducted by parents at the school. The 
program was on a daily basis conducted by parents and co-ordinated by myself. The 
development ofthe children's language skills and the program were documented and 
evaluated. Interviews with parents and students were used to gather data regarding 
their views on the program and their involvement in it. The basis ofthe program was 
diagnosing specific individual learning needs and designing and conducting an 
appropriate program to meet those needs. 
Thesis Structure 
A wide variety of levels of study is created on the base of diagnosing specific 
individual learning needs, so it is important here to explain the structure of this thesis. 
Initially, in Chapter Two, an attempt is made to clarify various terms used in the 
study: specific individual learning needs, diagnosis and literacy. Chapter Three 
frames the study according to literacy theories, using an eclectic approach (Whiting, 
in Watson and Badenhop 1992). This involves combining the knowledge and skills of 
educationalists and 'Clinicians' (defined in Chapter two). The methodology is 
outlined in Chapter Four. Chapter Five focuses on the development ofthe program 
and Chapter six presents data from the interviews with the children and their parents. 
Both of these chapters include the results pertaining to student development. As the 
program is designed around the ongoing development or achievements ofthe children, 
the results ofthe study could not be discussed in isolation from the program. Through 
the interviews with parents in Chapter Six the program itself is also evaluated. 
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Although the actual results ofthe study are discussed throughout Chapters Five and 
Six, they can be found summarised in Chapter Seven. Chapter Eight presents the 
conclusions ofthe study. 
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CHAPTER TWO 
TERMS USED IN THIS STUDY 
As this study incorporates approaches from different fields, for example education and 
medicine, it is important to clarify the following terms so that our various perceptions 
can create a common understanding. 
Specific Individual Learning Needs 
For the purpose of this study it is important to realise the difference between the use 
ofthe terms 'individual learning needs' and 'specific individual learning needs'. 
Individual learning needs are appropriate for the whole class, whereas specific 
individual learning needs are more appropriate for the small group of children with 
learning difficulties. To identify specific individual learning needs an in depth 
understanding ofthe development ofthe child (Gipe, 1995) is required. Effective 
class programs are designed according to a broad understanding of individual learning 
needs. Activities are designed for children with learning difficulties to meet their 
specific individual need. An example of a specific individual need might be a child 
who keeps slipping in his seat because he does not have the physical strength to sit up 
and read; a response to this need would be to use a chair with a different design. A 
child who reads fluently but does not get any meaning from the print needs activities 
designed around the specifics of why the print is not being understood. A specific 
individual learning needs approach attempts to pinpoint the cause ofthe learning 
difficulty; an individual need is more general and applies to a broader range of 
students. 
A child who understands language and continues to develop this understanding has 
the ability to combine the necessary knowledge, skills or strategies to achieve 
language development. A child with learning difficulties requires the knowledge, 
skills and strategies to be isolated as specific individual learning needs to promote 
language development. If the child is diagnosed with one of these needs, then a 
program can be designed to meet those needs. Initially a few areas ofthe knowledge, 
skills or strategies may be addressed, but they are dealt with separately at a time 
suitable to the child's development. Once the area is developed, the child quite often 
knows how it is implemented in the learning process. For example, once a child 
begins to learn how to blend words, he or she is able to use the skill as one ofthe tools 
in reading texts. The specific individual needs should be addressed separately in the 
learning process, at least until the child has the skills and knowledge to use them in 
conjunction with other areas, becoming more independent in developing their own 
literacy skills. For the learning process to be successful, many of these needs should 
work in conjunction with each other as they impact on other areas. For example, the 
physical areas impact on the thinking processes. If a child has a problem in the area 
of visual perception, for example reversing letters, then this could be due to a physical 
problem, but it can impact on how the child organises images during the thinking 
process. As a result when a child tries to read, write or speak their visual perception 
has had an influence on the way they process language and what they produce may 
not be appropriate. Another example would be if a child favours a musical learning 
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style (Gardner 1993); they may be able to organise the knowledge required for 
understanding syllables more easily than a child who prefers a logical learning style. 
To assist the 'logical learning style' child in understanding syllables musical activities 
may need to be developed in this area. 
Although programs are designed to meet these needs in isolation, we must always be 
aware ofthe effect this has on other needs. It is important to continually monitor 
student development to ensure that the focus is placed on the child's specific 
individual learning needs, appropriate at that particular point in time. If a child does 
not continue to develop then further diagnosis is required to determine why. 
Diagnosis 
Diagnosis, as described by Dechant and Smith (1997:367), is an ongoing process that 
can be defined as the identification of a problem, determining the cause ofthe 
problem and creating and finding the point of need to address. To diagnose a child's 
specific individual learning need it is necessary to understand what skills or 
knowledge the child already has and to use this as a basis for further learning 
(Daniels, in Lunt, Norwich & Varma 1995). It is also important to understand what 
skills or knowledge the child needs to develop. Dechant and Smith (1977) discuss 
diagnosis as an essential tool for working out exactly what the problem is. Knowing 
the problem is the beginning of solving it. The term diagnosis is used rather than 
evaluating or assessing because it identifies what is wrong and not just that something 
is wrong or to what extent. An appropriate program can then be created to address the 
diagnosed need. 
In classroom or clinic, diagnosis is essential to the implementation of 
instruction and the facilitation of treatment. With proper diagnosis instruction 
can be effectively designed and treatment provided to remedy specific 
disabilities. Without diagnosis at levels one, two, and three, teachers are 
merely babysitters who keep children contented, busy, and happy. Teachers 
must stimulate, inform, and guide. In order to accomplish these goals, 
knowledge of the child's needs, interests, and attitudes is imperative. Those 
w h o stimulate and guide must know the child in his/her environment and must 
aid him/her in the accomplishment of his/her purpose. They must do more 
than "just teach" and follow blindly a basic text, a happy routine, or a 
ritualistic approach. (Carter and McGinnis 1970:153) 
The levels above, one, two and three are to emphasize the importance of collating and 
using information about the child from a variety of levels or stages of development. 
Through understanding the world ofthe child, what is needed to broaden that child's 
world may also be understood. 
Assumptions about what learners bring to the task of learning, from 
phonological patterns, to preschool writing and text awareness, to background 
cultural knowledge and experiences of literacy, are not the same among all 
Australian students. Some come to school highly literate in languages that 
utilize utterly different reading and writing conventions from those of English, 
others have orally rich systems in which some oral language functions mirror 
literary texts in their production and interpretation. (Lo Bianco & Freebody 
1997:10) 
Understanding the world of literacy also enables that world to develop. 
Literacy 
The very notion of literacy has evolved; in addition to reading and writing and 
numeracy skills, people now also require technological and computer literacy, 
environmental literacy, and social competence. Educational institutions have 
a major role to play in preventing the social and economic exclusions, and 
cultural alienation, that can result from a lack of appropriate literacy skills. 
( O E C D 1996:30) 
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A s educators w e need to maintain a picture of w h y w e want students to develop their 
literacy skills. Literacy comprises not just activities in a classroom that need to be 
successfully completed, but also tools children develop and use through a lifelong 
process of learning. Ensuring that children develop the appropriate literacy skills can 
open up the whole world for them, not just in the area of language. It can provide 
strategies for children to use across all the curriculum areas and across many aspects 
of their life. With such emphasis placed on literacy in our society it is essential that 
we continue to create the means of improving children's literacy in our schools. A 
program based on specific individual learning needs can be developed for any 
curriculum area, enhancing the development ofthe whole child through providing a 
process for literacy development. 
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CHAPTER THREE 
THEORETICAL FRAMING OF THE STUDY 
Whiting (in Watson & Badenhop 1992) outlines four areas of child development that 
are involved in designing a language program: physical, cognitive, emotional and 
social. I believe a successful language program, especially for students with learning 
difficulties, is structured on the specific individual learning needs in the above areas 
identified through diagnosis. This belief underlies my research question, 'What 
impact does the process of diagnosing specific individual learning needs, planning 
appropriate programs and then effectively conducting those programs have on 
developing children's literacy skills?' 
Approaches to literacy 
Whiting's (1992) approach of designing a program based on the individual differences 
of child development is taken a step further through the use ofthe term diagnosis. 
The term diagnosis has been defined as identifying the specific individual learning 
need, understanding the need and why there is a need and then targeting the area of 
need to address (Dechant & Smith 1977). It is important to use the term diagnosis as 
it places the question raised above in the middle of two very different processes of 
developing student learning in language. The theories of language is one area, 
including current thinking which places language in a positive and interactive 
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environment with meaningful experiences (Wille & Fiala, in Watson & Badenhop 
1992; Sealey 1996). For example in reading, 
This shift reflects an evolving view of reading which is n o w considered to be a 
strategic process through which readers construct meaning by interacting with 
text. That is, readers use clues in the text and their o w n prior knowledge to 
assign meaning to what they read. Furthermore, interactions between the 
teacher, the student, the text, purposes for reading, and the context within 
which literacy events occur all come into play in the construction of 
meaning and the acquisition of reading strategies. (State ofthe Art: Reading 
1993:1 Foreword) 
and the other area being the very specific skills based approach used by 'clinicians'. 
The term 'clinician' has been used to encompass all the personnel providing support 
services in which children with learning difficulties are referred to, for example 
speech therapists, occupational therapists, psychologists, optometrists, 
physiotherapists, social workers, audiologists, etc. 
A n individualized, skill-based approach-like the approach used by speech and 
language therapists—often succeeds in helping where regular classroom 
instruction fails. (Learning Disabilities National Institute of Mental Health 
1993:14) 
As in this study the process designed to meet the specific individual needs ofthe child 
is placed in the centre. The intent is to develop the whole child through focusing on 
the individual, using the knowledge and skills ofthe educators and the 'clinicians.' 
The aim is to develop the child's language strategies to a point where they become 
independent learners (Gipe 1995), taking responsibility for their own learning in a 
normal classroom environment. The programs are used in conjunction with each 
other to meet the specific individual learning needs ofthe child. It does not engage 
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the use of one single approach, but draws upon a range of available knowledge and 
skills to prevent failure. A great deal of knowledge is required about how children 
learn and the language process (Gipe 1995) as well as knowledge about the individual. 
This is not what Cambourne (in Watson and Badenhop 1992) describes as a 'deficit 
hypothesis' (Whiting, in Watson and Badenhop 1992) where 'it seeks to locate the 
cause ofthe failure in some flaw or weakness within the learner and/or the learner's 
culture'. My approach also focuses on children's strengths and abilities and uses 
these to promote learning (Daniels, in Lunt, Norwich and Varma 1995). For example, 
Parents and teachers can help by structuring tasks and environments for the 
child in ways that allow the child to succeed. They can find ways to help 
children build on their strengths and work around their disabilities. This may 
mean deliberately making eye contact before speaking to a child with an 
attention disorder. (Learning Disabilities National Institute of Mental Health 
1993:16) 
Although the children involved in the study here did not require strategies to work 
around their disabilities, they did need to have their learning difficulties resolved to 
enable their development, for example being able to hear rhyming words which is a 
powerful strategy in learning new words (Funnel and Stuart 1995). This was achieved 
through diagnosing the specific individual learning needs of each child and then 
creating and providing activities to meet those needs. 
Quite often when a child fails in the normal classroom program they are passed on to 
'clinicians' to determine why (Gipe 1995). If a problem is identified it is expected to 
be dealt with by the 'clinician' without any or with very little alteration in the 
classroom program. Using the skills and the knowledge ofthe 'clinicians' and 
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combining them with the skills and knowledge ofthe educators or teachers provides a 
much broader and in depth range of resources for the child. This does not mean that 
every teacher needs to have the knowledge and understanding ofthe 'clinicians.' 
However, to have the skills and knowledge to identify where some specific problems 
may occur or to use the activities provided by the 'clinicians' at school, is of real 
benefit for the child with learning difficulties (Whiting 1992:104). It is important not 
just to identify problems but to know how to address them. 
The optimist says assessment will drive instruction in the future and new and 
better assessments are being developed to do this job. But the cautious 
optimist says this will only happen if educators at all levels understand the 
difference between sound and unsound assessment and can integrate sound 
assessments into the instruction process in effective ways. (Stiggins & Conkl 
cited in State ofthe Art: Reading 1993:1 Section 10) 
Through the process of diagnosis, used by 'clinicians,' a much greater understanding 
of what is needed for the child to develop can be gained. It is essential that children 
with learning difficulties have their needs diagnosed so that a program can be put in 
place to meet their needs. Where this does not happen, the child with learning 
difficulties quite often continues through school without ever finding out what skills 
they needed to develop or what they needed to know to understand language 
(Whitingl992, Sealey 1996). This applies to the language areas of speaking, 
listening, writing and reading. 
Finally, the shift among practices in reading comprehension instruction is 
toward understanding metacognition and helping students develop tools with 
which to direct their o w n learning. Moreover, this shift reflects recognition of 
the significant role teachers play in students' advancement along the literacy 
continuum. (State ofthe Art: Reading 1993:1 Foreword) 
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Teachers need to have appropriate knowledge ofthe language learning process, what 
approach or strategy to use and at what particular time (Gipe 1995). Students have a 
variety of needs in learning language, for example, visual, auditory, phonemic 
awareness, comprehension skills, being provided with expectations and the 
development of self-esteem and confidence (see Appendix One: Student Needs). 
Using a particular teaching approach or even a variety of approaches is not always 
effective to meet all the students needs. 
An Eclectic Approach 
Instead of developing literacy through teaching a variety of approaches to meet 
student needs (Whiting, in Watson & Badenhop 1992, Sealey 1996, Lo Bianco & 
Freebody 1997, Beach, in Ruddell, Ruddell & Singer 1994), literacy is developed 
through meeting specific individual needs ofthe students that are identified through 
diagnosis. Based on the skills and knowledge of educationalists and 'clinicians' a 
variety of appropriate approaches or programs are created and effectively conducted 
to meet those needs. This study can be framed as an eclectic approach. Whiting (in 
Watson & Badenhop 1992) refers to this approach as one where instruction is based 
on learner needs. 
The diagram below uses Lo Bianco and Freebody's (1997) different literacy teaching 
approaches developed by teachers, curriculum writers, policy-makers and researchers 
to illustrate how this process incorporates all approaches (see Appendix Two: Lo 
Bianco and Freebody's Literacy Teaching Approaches). If we place the variety of 
approaches at the base ofthe diagram, the 'clinicians' skills and knowledge on the top 
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and the process of diagnosing individual needs in the middle, w e can see how the 
approaches are brought together to pinpoint and cater for the individual specific needs 
of children. Through using such a broad range of knowledge, skills and expertise, the 
whole child is being developed. The child is placed first, the programs are used to 
meet the needs ofthe child, addressing any area of need. This differs from other 
approaches where the program is placed first and the needs ofthe child placed 
according to that program. 
Medics skills and knowledge 
\ / 
Diagnosing Specific Individual Learning Needs 
Designing An Appropriate Program And Effectively Conducting That Program To Meet Those Needs 
/ / I \ \ 
Literature Cultural-Practice Experience-based Skills-based Genre-based Critical Natural 
Based Based Learning Learning Learning Learning Learning 
Learning Approaches Approaches 
To organise and use the range of information about language development, it is 
important that a process is created for educators to implement the variety of programs 
needed to produce student literacy development (Lo Bianco & Freebody 1997). 
We need to stop arguing about which is the best approach and concentrate 
instead on working out when each approach is most appropriate and how it 
should be implemented. (Andrews, cited in Watson & Badenhop 1992:95) 
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The process used in this study of diagnosing specific individual needs, creating and 
conducting an appropriate program to meet those needs, provides this framework or 
process. This process establishes what is required and when and how it is required. 
Through diagnosing specific individual learning needs it becomes obvious what is 
required at any point of time. A process is created to develop student's literacy skills. 
What is needed is a framework for planning and assessing literacy learning 
which takes into account the complexity of language knowledge and literate 
practices. For instance the model developed by Freebody & Luke (1990) 
suggests that to be literate people need to be able to break the code, make 
meaning, use and critically analyse how texts work. (Comber 1997:13) 
Using the approach of diagnosing specific individual learning needs, designing and 
effectively conducting an appropriate program to meet those needs resolves the 
problem that some theorists are now confronting: How does an educator know what 
program to use and when? 
Preventing failure 
An effective literacy program meets a variety of specific individual needs at one time, 
with a variety of different approaches that are well balanced. If the program is 
meeting the needs ofthe individual, its timing and how it is implemented should be 
automatically appropriate. A literacy program also needs to be enjoyable and 
interesting for the student. The student needs to feel real success through observing 
his/her own development leading to an increase in confidence and motivation. 
The needs that students have will vary and so will the ways in which they are catered 
for. As Travers (1977:205) writes: 'While the fundamental pattern of language 
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development is the same for all humans, individuals differ a great deal in the quality 
of what they acquire.' Not only what they acquire but also how they acquire it should 
be a priority. A list of which needs to address first is important; trying to do 
everything at once could put the whole process of learning in jeopardy as the student 
may become overwhelmed and give up totally. To increase student self-esteem it is 
important to provide a range of activities with varying levels of difficulty. A student 
can achieve a great deal of satisfaction from activities that are easily accomplished; 
this develops their confidence and motivates them to persist with areas that are not so 
easy. The child needs to be aware of their own learning (Lunt, Norwich & Varma 
1995), observing areas where they have progressed, sometimes rapidly and where they 
may not have progressed at all. This enables the students to identify what is required 
for their own learning to take place (Sealey 1996). Children with language learning 
difficulties are often not aware of what is required for them to learn. Even though 
they try to complete all the activities of their classmates, they do not see a 
progression. Quite often they require very specific activities of learning so they can 
identify the steps they need to take to develop. A program of meeting specific 
individual needs allows this to happen. 
It is very important for a child to know how to evaluate their own work (Gipe 1995) 
as this relates directly to their level of self-esteem or confidence. Once a program has 
been provided to meet individual specific learning needs, the child becomes aware of 
his/her own development through the satisfaction of completing tasks. This has an 
enormous spiralling effect on their learning due to the child's increase in self-esteem 
and confidence. 
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The cognitive effect of knowledge may enhance perceptions of self-efficacy 
and intrinsic motivation. (Erez, cited in Frost & Stablein 1992:164) 
The child understands what can be achieved (Whiting, in Watson & Badenhop 1996) 
and takes their newly developed strategies to other areas of literacy, including the 
development of a critical approach. This approach is created from the children 
gaining a greater understanding of their own learning and using this understanding to 
reflect on their own learning. With their new skills and knowledge of success they 
continue to develop their self-esteem and confidence in a meaningful environment. 
Meeting the specific individual learning needs of students is learning about the 
student on an ongoing basis (Dechant & Smith 1977) and consistently using this 
information throughout the program. Even knowing if the student is not feeling well 
is important, as this could have an effect on their motivation or engagement with the 
text for that day (Gipe 1995). 
Language learning is broken down into very specific parts through addressing 
learning needs, but in practice all the parts combine to produce a whole approach to 
learning. In designing an effective program not too much emphasis should be placed 
on a particular area to the detriment of others, neither should too many areas be 
addressed at the one time making the program superficial. Activities need to be 
provided so a child can draw upon their past experiences to enhance their literacy 
development (Sealey 1996). 
Futterweit and Ruff (1993) noted that an individualized treatment 
program should have flexibility and complexity, which m a y be 
impractical to implement with groups. They also argued that, by 
focusing on one aspect ofthe process, professionals run the risk of over 
emphasizing that component. The provision of a rich and varied 
environment that can be explored and interacted with freely can be 
beneficial, as it offers the balanced multiplicity of components needed 
for development. (Lamminmaki 1997:362) 
It is important that we consistently work to find better ways or solutions of helping 
children to develop in language, and as teachers we don't say 'I've tried everything I 
don't know what else to do.' If we identify the specific individual learning needs of 
children then we have a starting point and can create a program to meet that need. 
This enables small but significant steps in producing student development. 
It must be an explicit objective of literacy policy to respond to the needs of 
students who have not gained the literacy capability required for successful 
achievement of school outcomes by year four. (Lo Bianco & Freebody 
1997:84) 
Responding now to improve children's literacy skills is important in providing them 
with the skills for the future. This will enable them to continue to understand how 
their own learning occurs. Being able to identify their own errors and to be aware of 
what direction they need to take is vitally important in helping prevent failure in the 
future. 'Failure is not simply a matter of falling behind the average for your class or 
age. It is a matter of falling behind your potential' (Whiting, cited in Watson & 
Badenhop 1992:98). 
Just as I have used Lo Bianco and Freebody (1997) and Whiting (in Watson & 
Badenhop 1992) as a means of framing this study as an eclectic approach, I have used 
Piaget (1978) and later Buzan (1994) to illustrate how this approach works. Green (in 
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Ruddell, Ruddell & Singer 1994) argues that literacy researchers need to adopt a 
range of different disciplinary perspectives in order to fully understand literacy events. 
Each of these perspectives, she argues, serves as a "lens" that illuminates the 
phenomenon being studied. To diagnose and address the vast variety of specific 
individual learning needs in language that children have demands the utilisation of all 
available 'lenses'. 
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CHAPTER FOUR 
METHODOLOGY 
In this chapter I explain my study as qualitative research through case study design 
that offers 
'insights and illuminates meanings' (Burns 1997:385). 
Through the collection and analysis of very specific data regarding the language 
development of Tom and Tanya (fictitious names), the children involved in this case 
study, I want to determine the impact on student learning of a process of diagnosing 
specific individual learning needs, then effectively creating and conducting an 
appropriate program to meet those needs. Using a case study design provides me with 
a systematic approach to study a single phenomenon (Merriam 1998); the impact of 
the individual program. This chapter provides information about case study to 
illustrate the purpose of case study design and how it is used in this research. 
The task ofthe qualitative methodologist is to capture what people say and do 
as a product of h o w they interpret the complexity of their world, to understand 
events from the viewpoints ofthe participants. (Burns 1997:11) 
Initially I felt it was reasonable to classify my study design as 'clinical case study' 
(Burns 1997) where the focus is on understanding the individual. A clinical case study 
is for the purpose of understanding a particular case. However as the study develops I 
believe it is more appropriately identified as an 'instrumental case study', as this type 
of study focuses on a case to further develop our understanding of a broader area. In 
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m y study, the case is the development ofthe language skills of T o m and Tanya and 
the broader area being to determine the impact of diagnosing specific individual 
learning needs and conducting an appropriate program to meet those needs. 
The choice is made because it is expected to advance our understanding of that 
other interest. (Denzin and Lincoln 1994:237) 
Case study has allowed me to create a 'story' involving the progress ofthe 
participants and the program (Hitchock & Hughes 1989). 
Creating the program 
In setting up the program, I conducted a professional development activity for six 
parent helpers, including Tom and Tanya's mothers. I explained how I would initially 
diagnose student needs using the skills and knowledge I had developed from working 
with a speech therapist at a previous school. The main needs that I identified were 
sound recognition, auditory motor, blending and segmenting skills. As children's 
learning needs, they are the specific variables that are involved in this case study. 
Later in this chapter they are discussed as language learning areas or categories. 
Case study concentrates on many, if not all, the variables present in a single 
unit. Merriam (1998:7) 
In case studies the variables cannot be predetermined as they are evolving (Hitchock 
& Hughes 1989, Merriam 1988), this is parallel to the program designed for the 
children. The program is consistently developing or changing as it is based on the 
variables of this case study which are the specific needs ofthe children. 
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It was explained to the parent helpers that just as individuals vary, so must the 
programs as they are designed for the individual. As a result, student development 
needed to be consistently monitored to ensure progress. If the child's progress came 
to a standstill the needs ofthe child would require re-diagnosis. This ensures the 
program consistently meets the individual specific learning needs ofthe child. 
The parents and I then worked through a variety of activities as an introductory 
workshop session for approximately an hour. The purpose of this was to demonstrate 
how the activities could be used to meet the specific individual learning needs of 
children. Some activities involved sound recognition where children had to identify 
sounds by placing pictures on an alphabet card, Rosner activities (see Chapter Five) to 
develop auditory motor skills, blending and segmenting activities. There is a basic 
structure on which the activities are based but the structure is dependent on the 
developmental needs ofthe child. '[Additional instruction should obviously depend 
on an understanding of language development as it occurs naturally in the human' 
(Travers 1977:210). 
The children move at different paces through the structure and may not always follow 
the structure exactly. To diagnose children's needs, parents would inform me of what 
the child had been doing and what they were having difficulties with. From this 
information, my own observations of working with the children and results from 
various tests (see Chapter Five) I would decide on or create an activity to assist 
development. 
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The program, based on an eclectic approach (Whiting, in Watson and Badenhop 1992) 
(see Chapter Three) would involve the following general structure; however, activities 
and strategies, including those not listed here, would be added or deleted where 
appropriate. Throughout the program activities for gaining enjoyment and meaning 
from print are provided. The program's structure assumes that children primarily 
need to know the sounds ofthe alphabet. Then they need to be able to blend and 
segment two, three, four and five letter words, in that order. Their memory needs to 
be tested to see how many sounds they can deal with. Other phonemic awareness 
activities would also be included in the program, for example being able to identify 
rhyming, long, and short words. Auditory motor activities from the Rosner program 
(Rosner 1973) were also used right from the start to help students become more aware 
ofthe structure of language. Once children have developed segmenting and blending 
skills they can move to using words that cannot be sounded out, such as those from 
the '100 most used words' list, or more importantly words from their own writing. 
Initially the text they use would contain many words they can sound out. This enables 
them to use their own strategies to read whilst developing contextual clues to work 
out what the new word is. 
The parents and I also discussed how the program would operate and its organisation. 
It was decided that every morning the children would be withdrawn from their 
classroom to the staffroom that provided an environment with minimal distractions. 
The children would work in pairs for half an hour. A scrapbook would be used as a 
diary to keep a track of student progress and the program. This enabled the parents to 
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see what the children had been working on the previous day to help them design the 
activities for the next session. I could also use this diary to follow the progress of 
students, providing activities and suggestions to keep the program tuned to the 
specific needs ofthe children. 
The researcher is the primary instrument for data collection and analysis. The 
researcher as instrument is responsive to the context: he or she can adapt 
techniques to the circumstances: the total context can be considered; what is 
known about the situation can be expanded through sensitivity to nonverbal 
aspects, the human instrument can process data immediately, can clarify and 
summarize as the study evolve, and can explore anomalous responses. (Guba 
and Lincoln in Merriam 1988:19) 
After a while it was decided that parents would work with children individually for 
fifteen minutes per day to develop a more focused session. The parents found this 
more productive. Parents designed a variety of activities to meet children's needs 
also. For example T spy' activities were used for sound recognition and creating 
cards with letters written on them for blending. Parents also discussed student 
progress with other parents involved in the program, sharing ideas and creating 
activities together. The involvement of a number of parents and myself responding to 
the needs ofthe children helped to develop construct validity (Burns 1997). Construct 
validity is created when the same results are found from using different sets of 
measures or from linking aspects of events. The parent observations ofthe students' 
development and participation in the program were documented on an individual and 
daily basis. The data (the parent's records) concerning the children's development and 
the program needed interpretation into the next activity. 
When an investigator observes a certain act or behaviour he or she must 
process this observation and infer as to whether or not the behaviour indicates 
a certain variable. (Frankfort & Nachmias 1996:212) 
31 
Data Analysis 
The data is analysed for the development ofthe program for the children and for the 
further development ofthe case study. As a result my research has a high degree of 
inferences where the inferences are the diagnosis and meeting of specific individual 
learning needs. At this stage the inferences must be appropriate so the child can 
develop further. 
As mentioned previously this research can be classified as an instrumental case study 
which requires inferences on not just the ongoing development ofthe study but also to 
understand the broader area - the purpose of this study. The term data analysis is used 
here to more appropriately describe the process of determining outcomes ofthe whole 
study. 
Data analysis, accordingly is the prelude to sensitive, comprehensive outcomes 
that make connections, identify patterns and contribute to a greater 
understanding. (Glesne and Peshkin 1992:146) 
Walker (1988) and Maykut and Morehouse (1994) describe analysis as breaking down 
or categorising information into smaller parts to gain meaning and understanding. 
Categories in this study can be defined as areas of language learning and parts ofthe 
structure of this program, for example auditory motor, blending and segmenting skills. 
These areas are also the variables of this study when using the perspective ofthe 
child's individual learning needs, comparisons are made between the categories to 
establish trends or patterns. As the variables are evolving so too are the categories; 
they develop with the study. This process can be described as inductive analysis; 
most qualitative research is usually of an inductive nature (Babbie 1989, Maykut and 
Morehouse 1994, Frankfort & Nachmias 1996). However, I don't believe my study is 
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of an inductive nature for the following reasons. Although the variables in m y study 
were changing, the categories did not change, they were created at the beginning of 
the study and were used throughout. I used the categories as a structure to compare 
the data from Tom and Tanya's development to gain a greater understanding ofthe 
study, rather than comparing and evolving the actual categories. I have used the 
Constant comparative method of data analysis constructed by Maykut and Morehouse 
based on Lincoln and Guba (1994:135) below to illustrate this. 
Inductive category coding and simultaneous comparing of units of meaning across 
categories 
I 
Refinement of categories 
I 
Exploration of relationships and patterns across categories 
Integration of data yielding an understanding of people and settings being studied. 
Step two is not used in my case study as I did not need to refine the categories, even 
though the student needs (variables) within these categories were continually 
diagnosed and developed. 
Time analysis (Burns 1997) was another tool used in the case study to analyse data. 
Tom and Tanya's data was analysed on an individual basis looking at their 
development from the beginning ofthe program to the end. Their achievements were 
documented and used to illustrate their development. 
Another variant ofthe time series does not involve the preselection of events 
but an analysis of chronological events in retrospect. (Burns 1997:379) 
The strategies used for analysing data from records of student development and 
program activities kept by parents and myself were also used for analysing the data 
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from student and parent interview responses. Berg 1989, Dexter 1970, Lincoln and 
Guba 1985 cited in Maykut and Morehouse 1994:90 define an interview as a 
conversation with purpose. Tom's and Tanya's mothers were interviewed in 
December 1996. They were given a copy ofthe questions to look at a week before the 
interview (refer to Chapter Six for interview questions). These questions took the 
form of an interview guide (Patton in Maykut and Morehouse 1994) providing a broad 
basis for the interview. The purpose of using interviews was to determine the 
participants' feelings and perceptions ofthe program and to provide a greater wealth 
of information. For this reason open-ended questions were used, which are a 
characteristic of qualitative case studies (Burns 1997). The interviews were 
conducted separately and in an informal manner at school in my classroom. The 
children were also interviewed separately in their classroom environment with the 
assistance of their classroom teacher. To help create a relaxed atmosphere and to 
create the interview more like a general conversation a tape recorder was not used. A 
list of questions, an interview guide, was used to stimulate discussion with brief notes 
written by myself. All the interviews were conducted with a conversational tone 
(Burns 1997) encouraging the respondents to provide as much information as possible 
about the case. 
In this case study the focused interview has been used, Frankfort & Nachmias (1996) 
outlines four characteristics of this type of interview: 
1. It takes place with respondents known to have been involved in a particular 
experience. 
2. It refers to situations that have been analyzed prior to the interview. 
3. It proceeds on the basis of an interview guide specifying topics related to 
the research hypothesis. 
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4. It is focused on the subjects' experiences regarding the situation under 
study. 
Another purpose ofthe interviews was to create triangulation. 
Triangulation has been generally considered a process of using multiple 
perceptions to clarify meaning, verifying the repeatability of an observation or 
interpretation. But, acknowledging that no observations or interpretations are 
perfectly repeatable. (Denzin and Lincoln 1994:241) 
In this case study the variety of sources that have provided information are the parents 
and students through the interviews, the documentation ofthe observations ofthe 
various parents involved in the program, my discussions with the classroom teacher to 
assist in further diagnosis of student needs and my own observations and involvement 
in the program. The information received from the multiple sources is consistent 
with the development of this study and its results. As mentioned previously the 
program itself also provides validity as the program is the main body ofthe case study 
and is determined by the development ofthe children. Through this relationship the 
study is bounded, 
'an entity in itself (Burns 1997:364) 
another characteristic of a qualitative case study. (Merriam 1998, Denzin & Lincoln 
1994) The events that occur through the study are bounded by the program based on 
meeting the specific individual needs of children. 
This study has been discussed as qualitative research involving an instrumental case 
study. The two areas developed through the case study are the children's language 
development and the impact on children's language learning of diagnosing specific 
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individual learning needs and effectively conducting an appropriate program to meet 
those needs. The children's learning needs are the variables ofthe case study, for 
example sound recognition, blending and segmenting skills, as they evolve according 
to the children's development. However, when these variables are not taken from the 
children's perspective but as parts ofthe structure ofthe program, they are discussed 
as categories to determine that this study has not engaged the process of inductive 
analysis. In which case the categories do not change as they were established from 
the beginning ofthe program. Data analysis has involved the constant comparative 
method and time analysis. Triangulation provided through focused interviews and the 
program itself. 
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CHAPTER FIVE 
THE PROGRAM AND STUDENT DEVELOPMENT 
In the following sections on the program content I discuss the children's results with 
the description ofthe activities to highlight the individual learning needs ofthe 
children. I also believe that by presenting how the children were progressing allows 
for the flow ofthe program to be more easily understood. It also relates to the 
theoretical framework of how the children's specific individual learning needs are the 
basis ofthe program. The development ofthe student is the program, to write about 
the program separately would be to write another approach to literacy development. 
As the study develops further, it can be seen that the two children are discussed 
together rather than individually. Although this is not usual practice, I feel it is 
important to illustrate how the needs of both children compare, how they are similar 
and how they are different. I have also used this approach to illustrate the point that 
although there is a basic structure to the program, once again the program is 
determined by the needs ofthe individual. With this in mind I discuss the 
effectiveness ofthe program whilst discussing the responses ofthe parents and 
students. 
Identifying Needs 
It is important to stress the value of identifying specific individual learning needs, the 
ability to pinpoint the strategies that the child has not fully developed or may be 
completely lacking. The specific learning needs cannot always be identified by just 
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working with the child; an understanding of learning processes, literacy acquisition, 
cognitive development or psycholinguistics is the basis for identifying individual 
literacy needs. At the beginning ofthe program, Tanya could not identify how many 
sounds were being clapped. Without knowledge ofthe auditory motor program this 
may not have been seen as an important stage to developing Tanya's language skills. 
By the end of June Tanya could clap simple phrases with one-syllable words. These 
activities enabled Tanya to identify words (see Appendix Three: Tom's and Tanya's 
achievements). 
Through the program, it was recognized that Tom had trouble concentrating, and as a 
result his program was designed with more 'game-like' activities of high interest to 
keep him on task for longer periods. As Tom's confidence and skills developed he 
became more self-motivated and stayed on task for much longer periods. This could 
partially be due to his development of maturity. 
According to the well-known perceptual theorist, Eleanor Gibson (1969), the 
perceptual progress in both animal and human is not solely a matter of 
learning; maturation is also vital. (Travers, 1997:267) 
Through creating a program based on learning needs, the child's maturity level 
automatically is incorporated into the program. 
Diagnosing specific individual learning needs creates little steps of progress. They 
may be slow, they may go forwards then backwards and they may at times progress in 
leaps and bounds, but overall they are rewarding and enjoyable. Trying to understand 
student progress requires an understanding ofthe child. To diagnose student needs we 
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must have an understanding ofthe student, know the knowledge and skills they 
possess and then put the appropriate programs into place. 
An initial need that both Tom and Tanya had was to learn the sounds ofthe alphabet. 
It was necessary to know what sounds ofthe alphabet they already knew. With this 
knowledge, known sounds could be revised and activities provided so they could learn 
all the other sounds. 
Sound Recognition 
The main activity of teaching students their sounds was to use a large sheet of 
cardboard with the alphabet written on it jumbled up. The students were given 
pictures that all had different beginning letters; for the letter 's' they had a picture of 
the sun, for the letter 'w' they had a picture of a web and so on. Students would then 
choose the picture that was on top ofthe pile and place it on the letter that it started 
with, whilst saying the name ofthe picture and its first sound. They also did this in 
pairs or small groups seeing who could identify the most letters. The students 
remembered the position ofthe pictures on the cardboard. If they could not identify 
the initial sound ofthe picture they still knew where it should be placed. As they felt 
confident of knowing how to carry out the activity, they were more willing to take a 
risk at guessing the letter or thinking about what it could be. After a short while they 
were able to identify which sounds they had trouble with. As a result they were able 
to focus more on those sounds. 
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In M a y 1996 T o m recognised three sounds ofthe alphabet, e, s and k; in June he 
recognised eleven sounds, p, a, n, o, t, c, d, z, s, b, and h but not e or k which he 
recognised in May. In identifying student needs you cannot take for granted that 
because they know something today they will remember it for good. Student learning 
fluctuates. It is important to check and re-check student knowledge or skills to ensure 
they have consolidated the skill and can apply it to other settings. After a while a 
pattern will emerge where it can be easily identified that the child has established the 
skill or knowledge, with only the occasional review required. In October Tom was 
sounding out two and three letter words with letters he could recognise but was still 
having difficulties recognising a few sounds ofthe alphabet. In May 1997 Tom only 
had trouble recognising the 'z' sound. This was a good indication that he had gained 
a greater understanding ofthe sounds, as May 1997 was the first time he had been 
tested since November 1996. 
Long after the code has been cracked, highly literate individuals may still 
exhibit signs of code problems, i.e. instances of mis-spelling or poor grammar. 
For early literacy cracking the code is more about understanding how the 
literacy system works than about the development of a permanent capability. 
In summary, attention to spelling, punctuation, grammar in writing, and other 
code-cracking is crucially important for all learners of English literacy, but 
must be provided alongside opportunities to engage meaningfully with the 
other resources which together constitute effective literacy. (Lo Bianco & 
Freebody 1991:79) 
I agree that 'individuals may still exhibit signs of code problems, i.e. instances of 
misspelling or poor grammar'. However, I believe this is caused through the student 
focusing on other important aspects of their work at the time, or because they have not 
yet been provided with specific individual activities that address the errors that they 
are making. Once students have been involved in appropriate activities to meet their 
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needs they usually do not lose what they have learnt. Although w e fully recognise 
that 'opportunities to engage meaningfully' are vitally important, it is not essential all 
the time. It is just another one ofthe needs that students may have; its importance 
will be determined by the student. If an activity has absolutely no meaning to the 
student at the time but is essential for their literacy skills to develop, then it may 
become something that the student really treasures once it is understood how 
important it was to their learning. For example, Tom and Tanya did not appear to 
understand the importance of learning the sounds ofthe alphabet until they began 
using the letters to read and create words, even though the purpose of using sounds 
was explained a number of times. At the time of learning the child feels success 
through accomplishing the task at hand, this creates happiness and motivation to 
participate which stimulates learning. Through conducting an appropriate program to 
meet specific individual learning needs, students develop awareness of their own 
language development. 
In the twelve months that Tom was engaged in the program, he developed from only 
knowing three sounds ofthe alphabet to knowing all his sounds except one, making 
words, changing the beginning and ending of words and really enjoying the activities. 
Learning the sounds assisted Tom in gaining strategies to read words. His self-esteem 
developed and he gained confidence to learn other words that could not be sounded. 
At the beginning ofthe program, May 1996, Tanya knew only nine sounds ofthe 
alphabet; by October 1996 she had learnt them all. This also helped develop her self-
esteem and confidence. Tanya began to display a great deal of pride in her efforts. 
She would come up to me and say jokingly, "I'm dumb," and then grin and laugh. 
Phonological Awareness 
Phonological awareness is awareness ofthe sounds of a word. In summary, 
phonological awareness is a central concept in reading and is absent or 
impoverished in non-skilled readers. (Harley 1995:132) 
Some activities that were used to address identified needs were taken from 'The 
Sound Way' (Love & Reilly 1995); others were created by parent assistants, 
classroom teachers or myself. For example, cards were used with individual letters on 
them; they were then placed together to make words that the students could blend and 
segment. To identify middle sounds Tom was given a variety of words to use. These 
words would be made with the cards. The students would create their own words as 
well. 
The 'Regular Words' list (Love & Reilly 1995:149) was also used (see Appendix 
Four: Word List) for blending and segmenting purposes. Using words from the list 
with sounds that students knew, they began blending two letter words from the 
beginning ofthe program. This was not just to give them the skills of blending and 
segmenting but to also develop their confidence further as they could monitor their 
own development. Once they had mastered the skills of blending and segmenting two 
letter words then they were asked to work with three, four and then five letter words. 
Occasionally nonsense words were created using the letters the students knew, purely 
for the purpose of blending and segmenting. This took away the student's need to 
understand the print so children could concentrate completely on developing their 
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blending and segmenting strategies. Providing students with the opportunity to focus 
on only one area enabled greater concentration on that area. During other activities 
children participated in, the purpose of reading for meaning was emphasised. To test 
Tanya's and Tom's phonological awareness the Speech Pathology: Phonological 
Awareness Screening Test (1.0) was used (see Appendix Five: Phonological 
Awareness Screening Test). 
Tom and Tanya both required activities in the areas of breaking words into syllables, 
blending words, segmenting words identifying beginning, ending and middle sounds 
and writing two-three letter words that can be sounded out. Tom enjoyed drawing 
pictures to illustrate words with first sounds he was working on. In June 1996 Tom 
completed a sheet involving the identification ofthe last sound, matching the picture 
with the word. It was interesting to note that he confused man and mat. In August 
Tom was still having difficulty with ending sounds, replacing the ending sound with 
the first sound. When asked what the last sound ofthe word dog was he said, 'd'. 
From October Tom was able to segment and blend two letter words. By the end of 
the year Tom was blending and segmenting three and four letter words with sounds he 
could recognise, without any difficulty in using the ending sound. 
It is interesting to compare this with Tanya who, using sounds that she could 
recognise, was blending three letter words in July 96. Recognising the beginning, 
middle and ending sounds in words was becoming easy for her. 
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Auditory Motor Skills 
Auditory Motor Skills were addressed using The Rosner program designed by Jerome 
Rosner (1973). It enables students to identify sounds or parts of words and organise 
information about the word. It starts from students being able to keep the beat to 
music through to more complex activities. For example: 
Evaluates segmentation and deletion skills, such as segmenting compound 
words into component parts, (cow/boy) and deleting sounds from blends e.g. 
say 'smack', now say it again, but don't say /m/. (Ramsay 1995:8) 
Say snore (pause). Now say it again, but instead of/n/, say lil. 
(answer: store) (Rosner 1971:11-58) 
The program has levels which ranges from A to H; on each level there are three to five 
units, all with their own objective. 
The Rosner program was used to diagnose students' individual needs (the example 
above from Rosner is part of a test). The last lesson ofthe lowest level ofthe program 
was tested. If Tom or Tanya successfully completed this, the last lesson on the next 
level was tested. Then the next and so on until they had difficulty with the test at 
hand then individual units on that level were tested to identify exactly which unit 
would meet their current needs. 
Students worked daily using the Rosner program, and testing was conducted when the 
student had satisfactorily completed the activities of a particular unit. Usually I did 
the testing, but on occasion the classroom teacher also tested the student. If I did the 
testing and felt the student was very confident with the activity and time was 
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available, I would test the next lesson. If the students completed the lesson quite 
easily I would test the next activity, until I felt that the student was not confident or 
needed work on the activity. This assisted the students progressing at their own rate, 
not always being required to participate in activities if they had already mastered 
them. 
Tom enjoyed the Rosner program, which has been reflected in the program notes and 
also his interview. He had more success in this area compared to Tanya. Tom began 
the Rosner program at Level C Unit 4, in May 1996 and completed the program in 
July 1997. Tanya began the program at Level B Unit 2 and was at Level H Unit 7 in 
December 1997. 
Onset-rime 
Onset-rime is the name given for different parts of syllables for words, for example in 
the word drop, 'dr' is the onset 'op' is the rime, and this can be extended further to 
include a coda. In this case 'dr' is the onset, 'o' is the nucleus, and 'p' is the coda; 'o' 
and 'p' together are the rime. 
Onset-rime is important when helping children blend sounds, especially if the child 
has a short or long term memory problem. As McClure, Ferreira and Bisanza (1996) 
point out 'it is plausible that the task becomes more memory-demanding when there 
are more units to blend.' Instead of blending the word as d-r-o-p to make drop, the 
child can first be taught dr then op then put the word together as two sounds not four, 
dr-op. Initially, though, children should learn how to blend two and then three letter 
words. 
Treiman (cited in McClure 1996:671) found that four-year-old children 'could isolate 
the first sound of a word more successfully when the word began with a single 
consonant compared with a consonant cluster, for example, 'cat' where c is the whole 
onset as compared to 'stir' where s is only part ofthe onset. The task requires them to 
analyse the word down to the level of its constituent phonemes. Young children are 
also better able to detect the initial phoneme than the final phoneme of a word such as 
cat.' 
After Tom and Tanya became confident with blending three letter words, we 
encouraged them to blend using onset-rime, providing activities to develop their 
knowledge of clusters of letters, for example, cl, st, tr, and op, in, ad, and then putting 
these clusters together. Recognising clusters of letters is very important as it helps 
children learn some words that cannot be sounded out. For example, if they have 
learnt the cluster 'tr' in the word 'trip' then it is easier for them to identify or predict 
the word 'try' whilst reading "I can try to skip". Even though fifty one per cent of 
words cannot be sounded out, there are quite a few of these words where the strategy 
of sounding out is important in helping to predict or learn new words. 
Vocabulary development 
Once the child begins to develop strategies to understand words and sentences, they 
are encouraged to learn more words that cannot be 'sounded' out. Using the 
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children's o w n pieces of writing, using high interest based books and the one hundred 
most used words list (see Appendix Six; One hundred most used words list) are 
examples of important resources that can be used to develop appropriate activities. 
Sentences should contain words that require the child to apply their blending 
strategies, as well as words they need to just recognise, for example 'they'. At first 
the sentence should mainly be based on words that the child can apply strategies to, 
enabling their confidence to be developed as they realise their own success. With this 
new found confidence they are more willing to have a go at words that just need to be 
recognised. Also by placing these words in a sentence with other words they can 
'crack the code' which appears to help them remember the more difficult words. 
Example: They can hop. 
In introducing the word 'they' to a child, it is not appropriate to put 'they' at the 
beginning of a sentence, as they may feel failure as soon as they stumble on the first 
word. The following is more suitable. 
Example'. Can they hop? 
They could also be introduced to the word after activities had been provided for the 
onset 'th' in words such as thin, that, then, which the children could sound out. After 
having success with these words the children develop the confidence to use the 
strategy of knowing 'th' to predict 'they'. 
Tom and Tanya were encouraged to further develop their vocabulary through writing 
daily diaries, participating in activities with big books, learning clusters of letters and 
a variety of other language activities that were a part of their normal classroom 
program. This also helped develop their predicting skills to enable them to interact 
with a wider variety of text. 
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Individual programs 
Conducting activities in all ofthe above areas was essential for Tom's and Tanya's 
literacy development, as their specific needs were being met. Through conducting a 
program which focuses on specific individual learning needs, the children's rate of 
progress is also monitored. Children develop at different rates. To effectively 
conduct the program children's progress needs to be monitored in relation to how 
their needs are developing, activities are planned according to the child's progress or 
their particular need at that point of time. It is not sufficient to diagnose a child with a 
learning need, create a program which it is believed will address that need and then 
conduct the program without monitoring the child's rate of development. Through 
monitoring the children's rate of development sometimes other needs will be 
diagnosed. This is a result of understanding exactly where the child is at and 
consistently working at what else is required to further develop literacy skills and 
knowledge. 
Throughout this chapter the individual needs ofthe children have been explored as 
well as the importance of these needs to student development and in the overall 
program. It can be seen that although Tom's and Tanya's programs were very similar, 
Tom required more focus on activities involving sound recognition and Tanya 
required focus on activities involved in the Rosner program. For example Tanya's 
activities in the Rosner program involved using more words and being involved in a 
greater number of activities than Tom's program. On the other hand, in the sound 
recognition area Tom was provided with a greater number of activities and a broader 
range, including more fun type activities with partners that he chose. This is due to 
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the different rates of development they had in these areas, highlighted throughout the 
interviews discussed in the next chapter. 
CHAPTER SIX 
THE INTERVIEWS AND STUDENT DEVELOPMENT 
As mentioned above the children progressed at different rates throughout the program 
according to the activity; however, their confidence and self-esteem developed from 
the first time the children felt success - Tom initially with the Rosner program and 
Tanya initially through learning sounds ofthe alphabet. The children became aware 
of their own development through achieving various activities and recognising that 
they were beginning to understand the process of language development. The written 
comments ofthe parents who were conducting the program reflect the children's 
development of confidence and self-esteem and their differences in their rate of 
development. Throughout the program, notes in relation to the Rosner activities 
completed by Tom were very positive. For example: "Follow up lesson finished - did 
really well again. Sailed through no problem. Once he got the hang ofthe first few he 
had no trouble, did really well again."(Tom's workbook 1996) Tanya received 
written comments such as, "Worked well, still needs confidence. Had problems. Still 
has a little trouble. Follow up - went well. No trouble with words with the ends 
missing but had trouble with the start and middle missing words." (Tanya's workbook 
1996) 
The opposite occurred with sound recognition and phonemic awareness activities. 
Tom received written comments such as, "Still has trouble identifying some letters. 
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Still having trouble concentrating. H e does not know all his letters in the alphabet yet 
which creates problems for him." (Tom's workbook 1996) Tanya received written 
comments such as, "Tanya did really well with all the top letters. Went through all 
the sounds, went very well. Went great guns today. Doing a lot better! Each time we 
work together I notice a big improvement in her work." (Tanya's workbook 1996) 
Tom and Tanya's self-esteem, pride and confidence grew as they could see their own 
development. Tom appeared more confident in completing the Rosner tests as he was 
quite successful, whereas Tanya was more apprehensive about this area. However, 
Tanya would consistently bring her work to show me, Tom did not do this as often, 
probably because his writing skills were not as developed as Tanya's were. Tanya 
enjoyed displaying her confidence and self-esteem more openly, sharing it with staff, 
her parents and the parent helpers. At the end of 1996 Tanya would often say, 
"Sounding out is too easy for me now; my reading is getting better." Tanya stopped 
joking about being dumb and accepted how much she had developed with a keen 
enthusiasm to develop even further. Tom did not display the same level of 
enthusiasm but became quietly confident. When asked to show his work he displayed 
a proud smile and almost got embarrassed with the fuss that was being made over 
him. 
The student and parent interviews also reflect the different rates of progress and the 
development ofthe children's self-esteem and confidence. 
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Student Interviews 
The questions and the interview responses are listed below, the children's responses 
are listed side by side to enable comparisons to be made. For example, the following 
areas can easily be seen: Tanya's greater awareness of her own language 
development, Tom's feelings of confidence and Tanya's lack of confidence with the 
Rosner program, Tom's concerns about knowing how to spell and Tanya's confidence 
in this area which has involved sound recognition and blending. 
Tom's Responses Tanya's Responses 
1. How did you use to feel about your reading and writing? 
• I think I have improved, it (my writing • I couldn't do my'e's the right way. 
and reading) is better than last year. 
• I used to write m y numbers the wrong 
• I can read better - a lot. way. 
• Rosner is helping me. 
2. H o w do you feel now? 
• I can read books. 
• I like books better than I did last year. 
• Reading easy, maths too hard. Reading 
Bangers and Mash 
• (Put) 's' instead of two 'e's (mixing 
blends ch, ee - cheese, teeth, used to 
confuse these) 
• Good 
• (Improved) because I was working so 
well. 
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3. What changes did you notice through the program? 
• Each page of (my) story (writing) is 
getting better and better. 
• Writing was hard because I didn't 
know how to spell. 
• Can spell more. 
I have improved 
4. What do you think you have got better at? 
• Got better at reading, writing and m y 
letters. 
• I liked putting the letters in for words 
(filling in the squares to recognise the 
word shape) and word searches. 
Making words with scrabble. 
Sounding out too easy for me now. 
Reading sheet with all words on. 
5. What did you find hard to do? 
Nothing I didn't like very much. • Sheet say teeth don't say 'th' say 's.' 
(Rosner) 
6. What would you like to do now? 
• I feel a bit cleverer. • Like reading I can sound m y words 
out. 
The children's responses illustrate the development of their confidence and self-
esteem in language, for example Tom saying, "I can read better - a lot, I can read 
books." For Tom and Tanya to talk about the strategies (sounding out and word 
shapes) or other activities they have been involved in demonstrates the awareness they 
have of their own language development. Tom talks about writing being hard because 
he did not know how to spell, Tanya talks about how she used to write her numbers 
the wrong way and now how she is enjoying reading. I was surprised at their level of 
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awareness of their own development, especially Tanya who could remember writing 
numbers the wrong way and the difficulty she was having with clusters of letters and 
auditory motor skills. The program has provided the children with a structure or a 
way of understanding how language works. When the program began, the children 
were confused about using language, trying to read and write without strategies or 
skills. At the end ofthe interview the classroom teacher and I told Tanya how clever 
she was to be able to write numbers the correct way and asked her to write some to 
show us. Tanya wrote the number forty. Then she exclaimed, "I also know how to 
spell it." Then of course she wrote the word 'forty' correctly, and we were so pleased, 
as eighteen months earlier she could only write her name. 
Tanya's interview reflected that a great deal ofthe program was focused on the 
children learning their sounds and then learning strategies of sounding out. It can also 
be seen how much importance she placed on this area to learn how to read. One ofthe 
reasons for this may be that sounding out has become very easy for her. Tanya 
appears to associate reading with sounding out and therefore views reading as very 
easy. This has given her confidence and self-esteem to keep on reading, developing 
her ability to read text that cannot be sounded out. This is pointed out in question 
four; the reading sheet that Tanya refers to involves words that cannot be sounded out. 
In the classroom environment Tanya had been involved in a variety of approaches 
including literature based learning, natural learning, experience-based learning and 
skills-based learning. However, only knowing nine sounds ofthe alphabet in May in 
grade one and not being able to put sounds together to decode words illustrates how 
the variety of approaches did not work for her. Even the phonic activities provided in 
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the skills-based learning approach were not appropriate to develop Tanya's language 
skills. Tanya needed to have activities tailored to meet her specific needs. Now after 
being involved in the program Tanya's knowledge and skills as well as self-esteem 
and confidence have developed. This enables Tanya to continue to learn using the 
above approaches; however, her development will be monitored in case there is 
further need for a program to be designed to meet her specific individual learning 
needs. 
It is interesting to note that Tom talks about the Rosner program helping him. He had 
more success with this than Tanya did. Through individual programs the needs of 
children can be identified and then diagnosed to determine why they are important to 
the child and appropriate activities designed to meet their needs. Through designing 
programs using literacy approaches in the classroom it would have been difficult to 
identify Tom's auditory perceptive needs. Tom also mentions his writing and spelling 
has improved, whereas Tanya focuses more on her reading. Before the program they 
didn't have the necessary understanding of language and were falling further and 
further behind their own potential. With their new found confidence and skills in 
these areas they can develop further through the variety of approaches in the 
classroom setting. 
Reflecting on the questions I feel they could have been more specific to obtain more 
information from the children. The purpose of having them open ended and general 
was to try and bring out the children's feeling about themselves and the program 
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which I think they did. However, focusing on specific areas such as reading, writing 
and spelling may have provided more information. 
The classroom teacher also participated in the interviews, trying to make the interview 
more like a general conversation about their learning. When Tom and Tanya 
appeared to have difficulty in answering a question, they just related to what they 
were good at and continued to explain how they had developed. The confidence they 
gained through their language development helped their confidence throughout the 
interview. This was evident especially through the expression on their faces, when 
they were concerned about the question they looked serious, but when they related 
this to their language development they smiled and looked more relaxed. 
Tom or Tanya did not hint at any problems they might have in the future. They had 
created their own expectation that they had improved so much that now they were 
going to keep on improving. As Tom says, "Each page of (my) story (writing) is 
getting better and better," and Tanya claims, "Sounding out is too easy for me now." 
This also came across in the interview in which they participated with an air of 
authority. I had explained to them at the start that I wanted to ask them questions in 
relation to how they felt about the program so that we could help other children use 
the program and improve their language skills. They felt quite happy and proud to 
contribute, knowing how much they had improved their own knowledge and skills in 
language. 
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Parent Interviews 
The parents were given a copy ofthe interview questions a week prior to the 
interview. The purpose of this was to make the interview situation less threatening 
and to provide time for parents to collect their thoughts. The interviews were 
conducted separately, in my classroom and in an informal way. The interview 
responses demonstrate how the parents' feelings of frustration and concern were 
shifted to happiness and pride reflecting their children's language development. 
Once again I have placed the responses side by side so they can be easily compared 
with each other and with the children's responses. I have also discussed the program 
with the children's development as the program stems from the individual specific 
needs ofthe children. 
1. H o w did you feel about your child's language development before the program? 
Tom's mother Tanya's mother 
• Wasn't adequate, he was battling • Concerned depressed, worried, 
frustrated. 
• Couldn't do much at home, (would) 
lose it, so I would stop to try to keep 
her enthusiastic. 
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2. H o w do you feel now? 
• Like there is light at the end ofthe 
tunnel, pleased. 
3. What changes did you notice through 
• 
• 
• 
More confidence 
Having a go 
He was frustrated at start, 
not as angry 
now he is 
• Hearing better - ongoing 
• Structures of language, starting to 
make sense 
• Alphabet recognition 
• Blending and working out words now 
• Amazed in this short year she has done 
a complete turn around, different child 
having a go at everything. 
• Will sound out words and in the 
correct way. Doing a lot more for 
herself because she knows how. 
• Can see her thinking at start, didn't 
know how (to learn). 
• Always enthusiastic 
• Sense of accomplishment very pleased 
with herself. 
• Important to her to get it right, own 
responsibility, doesn't give up. 
program? 
• Increased confidence, having a go. 
• Reading, writing taking a little bit 
longer trying to be neater. 
• Writes Mum stories. 
4. What areas do you think have improved? 
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5. What areas do you think your child felt were difficult? 
Felt everything was difficult. • Things were back to front, upside 
down, letters, numbers, colors, 
problems in every area. Hated kinder, 
learnt from creche 
6. Where do you see your child going from here? 
Improving slowly but surely Improving with enthusiasm 
7. What did you value most about the program? 
• Everybody's input to help 
• Rosner - ongoing - specific, applicable 
to a wider group 
• Variety of program/activities 
Her confidence/willingness, just 
seeing the improvement, a noticeable 
improvement. 
Self-esteem increase - so proud of 
herself, achievement 
8. What areas ofthe program do you think could be improved? 
• More of it - training for parents • None 
9. H o w did you feel about the activities? 
• Variety important 
• Appropriate met needs of student 
• Everything that has been done has 
been so positive and just so right for 
her, it has worked, I couldn't fault it. 
The interview responses reflect the confidence the children have developed in 
language through participating in the program. "More confidence, increased 
confidence, having a go, self-esteem increase - so proud of herself." were the parents' 
comments. The feeling has moved from one of frustration and anxiety resulting from 
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their children's language difficulties to one of hope, happiness and a great deal of 
pride in seeing their children develop. 
The parents have demonstrated their understanding ofthe need for a structure for 
children to gain an understanding of how to develop language skills. "Structures of 
language starting to make sense, blending and working out words now, doing a lot 
more for herself because she knows how." When children have an understanding of 
how they can learn and not just what is important to learn, then they becomes less 
confused and can focus on the appropriate area for learning to take place. This 
provides the structure for them to learn, takes away the fear caused by the lack of 
understanding ofthe process and as a result develops their confidence and self-esteem. 
Diagnosing specific learning needs is the key to this, as it enables the identification of 
the exact areas that need to be developed and why they need to be developed. 
Children who are experiencing language difficulties need very simple but real 
strategies, at least to get them started. This is highlighted in the parents' and students' 
comments as they focused on recognising sounds, being able to sound out and spell 
words. As the children had developed confidence in this area they became motivated 
to try more words and to write more neatly, a step towards becoming independent 
learners. The children had been provided with strategies of how to understand 
language and began applying it to other areas. Through Tom's interview responses it 
could be seen that the Rosner program was important for Tom in developing an 
understanding ofthe language process. His mother mentioned the Rosner program as 
being specific but suitable to a wider group of children, which illustrates how 
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important she felt it was in developing Tom's understanding ofthe language process 
as well. 
Another important point is that the parents realise the program met the needs of their 
children: 'Appropriate, met needs of student' and 'Everything that has been done has 
been so positive and just so right for her, it has worked, I couldn't fault it'. A 
program designed on the specific individual learning needs of children must meet 
their needs. If it does not, then an incorrect diagnosis may have been made and needs 
to be reconsidered, or the timing of diagnosis was wrong; it should be ongoing as the 
child may develop and therefore a diagnosis may not be appropriate any more; or the 
program activities may not match the diagnosis. 
In evaluating the program I felt that sometimes it may have lost its continuity due to 
so many parents being involved. The parents participated in the program on a roster 
basis, depending on the days they were available. The keeping of a diary in a scrap 
book for each child helped solve this problem. From the professional development I 
had provided for parents and from the experiences they gained working with the 
children the parents could look back at previous work and determine the most suitable 
activity for the lesson they were taking. In 1997 only two parents were involved in 
the program. I think this made it more consistent but much more demanding for those 
parents. 
One parent pointed out the need for variety within the program, which is important in 
creating and maintaining student enthusiasm and motivation. However, some ofthe 
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activities require repetition, and in these cases it is difficult to provide variety. For 
example, if a child cannot hear that the word 'boy' is left after you take away the 
'cow' in cowboy, there is not much you can do except use different words and maybe 
concrete materials. Although this provides some variety it often isn't enough to 
develop and maintain the child's attitude of being 'keen to learn.' The motivation in 
these cases will stem from the achievements and success the children will feel when 
the task is accomplished. 
Just as the children had displayed pleasure from participating in the program as a 
result of their achievements, so did the parents. They recognise that it has provided 
their children with the skills and knowledge to learn and combine strategies to 
understand language. The parents conducted this program and observed the 
development of a number of children including their own. They understand how the 
program is tailored to meet the specific individual needs ofthe child. As a response to 
the interview the parents explained how they would like to work with more children 
and that it might be appropriate to train more parents to assist. 
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CHAPTER SEVEN 
SUMMARY OF RESULTS 
From the achievements ofthe children and responses from the interviews the program 
results could be summarised as follows: 
Student's developing their language skills and knowledge at an increased rate 
The program has had an enormous impact on Tom's and Tanya's language 
development. Just observing the area of sound recognition gives evidence of this: 
where at the beginning ofthe program they hardly knew any ofthe sounds ofthe 
alphabet, by the end ofthe year they were writing three and four letter words - seven 
months later. Tanya who found the Rosner program difficult progressed from not 
being able to clap syllables in words to substituting parts of words for other parts of 
words. Tom who enjoyed the Rosner program completed it by the end ofthe year. 
The reality ofthe results are obvious through the comments ofthe children: 
Tom - "Each page of (my) story (writing) is getting better and better," and "I can read 
better - a lot." 
Tanya - "Like reading I can sound my words out." 
Tom and Tanya can now learn with their friends in the classroom through a variety of 
approaches as they have gained an understanding of how language works and how 
they can learn. 
In critically examining the program I could not find a language area that was 
addressed in the process where student learning was not enhanced. Many would 
argue that the daily fifteen minute individual attention contributed to student 
development. I would agree with this; however, it is important to note that Tom and 
Tanya had previously received daily assistance from their parents based on the 
suggestions and design of programs by a speech therapist and classroom teachers. 
Increase in confidence, self-esteem, happiness and pride 
The children's awareness ofthe development of their skills and knowledge increased 
their self-esteem and confidence. To observe the development of their self-concept 
was to witness learning happening at an enhanced rate. The parents' pride in the 
students' development and their classroom teacher's satisfaction of achievement, all 
weigh heavily on the scale of success. 
Something about the ways in which they read creates a forward thrust, and 
perhaps this is something that poor readers have not managed to learn. The 
forward thrust is currently explained by phonological skills, and rapidly 
expanding vocabulary brought about by quantity of reading. To formulate the 
question in a different way w e could ask "What is the generating power 
controlled by the independent reader that gives him or her such easy access to 
quantities of reading, and what processes does that reader need to control to 
get a rapid expansion of vocabulary?" It seems to m e that controlling letter-
sound relationships and learning more and more words do not suffice as 
explanations of this forward thrust in reading power. (Clay 1991:4) 
Through the process of developing literacy, specific individual learning needs are 
nurtured to elevate the personal level of confidence and positive self-esteem. This 
enables the child to become an independent learner creating his or her own learning 
environment. As the child interacts more with their environment, more learning 
occurs. 
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If w e understand what the child needs to learn then w e can create the process for this 
to happen. If the child does not develop the appropriate language skills, we are 
missing the mark. By focusing on the child's potential we are enabling that child to 
achieve success. Standards are not set beyond or below what the child can achieve. 
In fact standards are not set at all, as this automatically creates failure. Instead the 
program is designed to start with a very precise point of exactly where the child is. 
From this point, with an appropriate program that is effectively conducted, the child 
will develop. Instead of saying and pulling at the child, who is as heavy as an 
elephant because their self-esteem is so low, "Come on you must come up to my 
expectation," the child is valued and acknowledged for where they already are. The 
process gently guides them to the next little step where success and self-esteem is 
developed. With this step the child develops confidence to try again, then again, and 
again until learning, self-esteem and confidence are spiralling upwards. 
With this new found happiness and pride in their achievements they are willing to 
take steps into other curriculum areas, whereas before they would have taken a back 
seat with the attitude of: "It is too hard" or "I don't understand." 
Students more open to other curriculum areas 
Tom and Tanya have demonstrated a progression past the stage of trying to organise 
the basics; they are having more of a go in other curriculum areas, reading a wider 
variety of books to gain information and presenting their work more neatly, 
demonstrating greater pride and confidence in their own abilities. When Tanya began 
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the program she could write her name. N o w she is finding a great deal of satisfaction 
and happiness in writing letters and stories for her mother. 
If children find it difficult to get past the basics of language, we cannot expect them to 
complete activities in other curriculum areas with any real enthusiasm as they are 
constantly reminded of their failings through their lack of literacy skills. 
Learning is ongoing as needs have been addressed and problems resolved 
Tom and Tanya both had difficulty at the start ofthe program organising language, for 
example Tanya could not identify syllables in words. Both children can now sound 
out words and identify parts of words to help them decode words when reading or 
writing. 
The program did not just provide activities appropriate to Tom's and Tanya's level. 
The program was designed to address their needs and develop them further. This is 
illustrated through Tom and Tanya not performing to their potential with a normal 
classroom program and help from home, whereas now their needs have been met they 
can confidently participate in classroom activities and continue to develop. 
The variety of literacy approaches are now suited to Tom's and Tanya's needs as they 
have developed their understanding of language which they could not just pick up 
before. However, they may come to a point where they need another program to meet 
a new set of specific individual needs. This program should be provided to maintain 
the children's ongoing development. As children's learning problems are diagnosed, 
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they should be resolved through an appropriate program. Through resolving 
children's learning problems children develop intellectually both vertically and 
horizontally. 
The world of literacy opening 
As mentioned previously literacy is continually evolving. This can be seen through 
the progress it has made into the world of information technology. 
The Australian public expects that school literacy will equip students for 
varied roles and literate competence in post-school life. In post-school life 
Australians expect that all adults should be able to handle comfortably the 
various forms of spoken and written language which intersect with their 
personal pursuits, their civic-community participation and their economic-
vocational future. 
The speed and depth of economic, social and technological change on 
postschool life, however, requires recognition in public policy ofthe 
importance of life-long learning. It ought to be an underlying assumption of 
any literacy policy that literacy learning in schools should be adaptable and 
responsible to changing societal demands on, and uses for, literacy. (Lo 
Bianco & Freebody 1997:xv) 
Tom and Tanya have developed a variety of strategies to understand literacy. They 
can now pick up a book with enjoyment or even write a story with the satisfaction of 
knowing just how much their literacy skills are improving. If this program had not 
been implemented Tom and Tanya would have probably continued not to perform to 
their potential in language. They would have continued to approach or involve 
themselves in literacy with feelings of inadequacy. They are now taking their first 
real steps into a process of life long learning with a great deal of pride. 
67 
Parents proud of their child's development 
Tom's and Tanya's parents are also very proud of their children's achievements. 
Tanya's mother no longer starts crying when you talk about her daughter's literacy 
skills; instead her face lights up and her eyes widen. With this comes an outburst of 
what Tanya has been achieving and how proud she is ofthe way her daughter has 
progressed. Tom's mother does not shake her head and roll her eyes and say: T don't 
know what else to do. I've tried everything'. Instead she talks about what Tom has 
achieved and how he is developing further. 
Parents understand the learning process and feel satisfied at being able to help 
effectively 
The sense of frustration and hopelessness passed away as parents created and 
conducted activities for the children to help meet their specific individual learning 
needs. They were able to observe the progress the children were making and create 
activities for further development. For example the parents knew exactly which 
sounds ofthe alphabet the children were learning and the types of activities to use 
with the sounds. 
Teaching is the process of organizing and relating new information to the 
learner's previous experience, stimulating him to construct his own 
representation for what he is encountering. (Wittrock 1997:177, cited in 
Biggs & Moore 1993:223) 
Through the professional development activities and discussions throughout the 
program, the parents learnt more and more about helping children with language 
difficulties. They realised how important it was to create a structure for the children, 
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building on the knowledge and skills the children already had and then gently guiding 
them a little bit further. The parents knew what they wanted the children to achieve 
and why; working out how was not always easy. Using different activities to provide 
variety for children became a challenge in conducting the program. 
Teachers feel success 
The program achieved the above results through focusing on the individual specific 
needs of children. The process of designing a program based on those needs is not 
based on any one approach. It is a program using all the approaches and a wide 
variety of knowledge and skills. The more knowledge and skills that become available 
the more that is used. The process is tailor designed for the individual, whatever the 
child's needs. For example, if the child needs to learn the sounds ofthe alphabet, or 
needs strategies to divide words into syllables, or needs to understand the purpose of 
the written text and how to get meaning from print then the program should cater for 
those needs. Tom and Tanya needed a lot of work in segmenting words; the program 
was designed to develop their strategies and skills in this area. As a result they can 
now do this quite easily and have progressed to more difficult words. The process is 
designed using the knowledge of how language is acquired and knowledge about the 
student. 
As we are continually learning about student learning, we need to use our old and new 
knowledge and skills in designing programs for the students benefit. This is possible 
through designing programs based on students' individual specific learning needs, a 
process designed to ensure children with language learning difficulties can progress 
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along the exciting road of learning. Road blockages or speed humps can be knocked 
down with teachers' knowledge and skills. This program is not a one way street; it 
can be networked into many other areas and for many other children. 
Tom's and Tanya's classroom teacher observed the progress ofthe children, sharing 
the feeling of success. As the children developed further, her own motivation and 
enthusiasm escalated. She became very involved in the program, becoming aware of 
how important it is to meet the specific individual needs of children. Other classroom 
teachers were conducting similar activities in their own classrooms after they had seen 
what it was doing for Tanya and Tom. For example, parts ofthe Rosner program 
were used with groups of children. Diagnosing specific individual learning needs 
became very important throughout the school in language and maths. This led to a 
change in the school structure to enable needs to be diagnosed and catered for more 
effectively and efficiently. 
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CHAPTER EIGHT 
CONCLUSION 
This study has involved two children with language learning difficulties. Their 
specific individual learning needs were diagnosed, an appropriate program was 
designed and effectively conducted to meet those needs. The eclectic approach to 
literacy encompasses previous approaches by placing children first; the program or 
activities are designed to meet the children's specific individual learning needs. Some 
of these needs may be visual perception, auditory perception, gross/fine motor co-
ordination, speech, memory, educational kinesiology, self-esteem/confidence, 
social/environmental or psychological factors. A broad range of knowledge and skills 
is required to diagnose and implement a program to meet those needs. 
Tom and Tanya were both in grade one when they became involved in the program. 
The children's specific needs that we diagnosed initially to address were sound 
recognition, auditory perception and phonological awareness. Parents conducted the 
program working individually with children for fifteen minutes per day. The results 
or impact of using this process show that the children's language skills were 
remarkably improved. For example, just in the area of sound recognition Tanya 
progressed from knowing nine sounds ofthe alphabet to knowing them all in five 
months, Tom went from knowing three sounds to knowing them all except 'z' in 
twelve months. 
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The children's self-esteem and confidence spiralled upward. B y the end of 1997, they 
were participating in usual classroom activities and achieving success with a great 
deal of pride. The parents were also very proud and extremely pleased with the 
program's success. The classroom teacher became more involved in the program as 
she observed the success the children were having. This provided her with strategies 
to help the children, rather than feeling frustrated for not knowing what else to do. 
The increase in knowledge, skills, confidence and self-esteem has been very 
rewarding to observe. 
Obviously this process is applicable for many individuals as it is designed for the 
individual using all the available knowledge and skills where appropriate. Diagnosing 
children's needs, finding out where their needs are, why they are there and how to 
address them are the first steps in ensuring student language development. The staff 
at our school have created a new school structure to more effectively meet specific 
individual learning needs. As further research it would be interesting to determine the 
impact on student learning of changing classroom and school structures for the 
purpose of providing resources to address the specific individual learning needs of 
students. 
72 
BIBLIOGRAPHY 
Babbie E. (1989). The Practice of Social Research, Wadsworth Inc, Belmont. 
Biggs J. and Moore P. (1993). The Process of Learning, Prentice Hall, Sydney. 
Boyle D. G. (1971). Language and Thinking in Human Development, Hutchinson 
University Library, London. 
Brain Gym. A message to Parents and Educators, notes from Brain Gym Teacher's 
Edition. 
Burns R. (1997). Introduction to Research Methods (3rd ed.), Addison Wesley 
Longman Pty. Ltd., Melbourne. 
Buzan T. and Keene R. (1994). Buzan's Book of Genius and how to unleash your 
own, Stanley Paul, London. 
Cambourne B. and Turbill J. (1994). Response evaluation: Making valid judgements 
aobut student literacy, Eleanor Curtain Publishing, Armadale. 
Carbo M. (1997). Reading with style, S C O R E Vol 4 No. 4. 
Carter H. and McGinnis D. (1970). Diagnosis and Treatment ofthe Disabled Reader, 
The MacMillan Company, New York. 
Clay J. (1991). Becoming Literate - The construction of inner control, Heinemann, 
Portsmouth. 
Comber B. (October 1997). Literacy, Poverty and Schooling: Working against deficit 
equations, The Journal ofthe Australian Association for the Teaching of English, 
http ://www. education.monash.edu. au/AATE/972combe.htm#top 
Dechant E. and Smith H. (1977). Psychology in teaching reading, Prentice Hall, New 
Jersey. 
Delors J. (1996). The treasure within, Report to UNESCO ofthe International 
Commission on Education for the 21st Century. UNESCO Publishing, Paris. 
Denzin N.K. & Lincoln Y.S. (Eds.) (1994). Handbook of Qualitative Research, Sage 
Publications, Thousand Oaks, CA. 
Drummond D. and Wignell E. (1979). Reading: A source book, Primary Education, 
Melbourne. 
Education Victoria, (1997). Keys to Life, Addison Wesley Longman, Melbourne. 
74 
Egan M . (1980). Oracy Curriculum, Ballarat College of Advanced Education, 
Ballarat. 
Frankfort C. & Nachmias D. (1996). Research Methods in the Social Sciences, St. 
Martin's Press Inc., London. 
Frost P. & Stablein R. (1992). Doing Exemplary Research, Sage Publications, 
California. 
Funnell E. and Stuart M. (1995). Learning to Read, Blackwell Publishers, Oxford. 
Gardner H. (1993). Frames of Mind 2nd Ed. Basic Books, London. 
Ginsburg H. and Opper S. (1979). Piaget's Theory of Intellectual Development, 
Prentice-Hall, New Jersey. 
Gipe J. (1995). Corrective Reading Techniques for classroom teachers, Goruch 
Scarisbrick, Arizona. 
Glesne C. & Peshkin A. (1992). Becoming Qualitative Researchers, Longman 
Publishing Group, New York. 
75 
Grieshaber S. (1997). Back to Basics : The Queensland Year 2 Diagnostic Net, 
Curriculum Perspectives, Vol 17 Issue No. 3, ACT. 
Harley T. (1995). The Psychology of Language from Data to Theory, Erlbaum Taylor 
and Francis, East Sussex. 
Hitchcock G. & Hughes D. (1989). Research and the teacher: A qualitative 
introduction to school based research, Routledge, London. 
Hoey A. M. (1977). Listening and Learning - The Development of Auditory 
Perception, Dominie Publication, Brookvale. 
Hopkins C. & Antes R. (1990). Educational Research - a structure for inquiry, F.E. 
Peacock Publishers, Illinois. 
Kuppers A. (1997). Reflections on literacy in the global village. Educational practice 
and theory. Vol.19 No. 1. 
Lamminmaki T.,Ahonen T.,Todd de Barra H.,Tolvanen A.,Michelsson K. and 
Lyytinen H. (1997). Two-Year Group Treatment for Children with Learning 
Difficulties: Assessing Effects of Treatment Duration and Pretreatment 
Characteristics, Journal of Learning Disabilities, Vol. 30 No. 4, Texas. 
Learning Disabilities National Institute of Mental Health Decade ofthe Brain 
76 
NIH Publication No. 93-3611 September 1993 
http://openseason.com/annex/library/cic/X0054_leardis.txt.hbig 
Lo Bianco J. and Freebody P. (1997). Australian Literacies informing national policy 
on literacy education, Language Australia Publications, Melbourne. 
Love, E., & Reilly S., (1995). A Sound Way, Longman, Melbourne. 
Lunt I., Norwich B. and Varma V. (1995). Psychology and Education for Special 
Needs, Arena, Brookefield. 
Maykut P. & Morehouse R. (1994). Beginning Qualitative Research A Philosophic 
and Practical Guide, The Falmer Press, London. 
McClure K., Bisanz G. and Ferreira F. (1996). Effects of Grade, Syllable 
Segmentation, and Speed of Presentation on Children's Word_Blending Ability, 
Journal of Educational Psychology, Vol 88. No. 4. 
Merriam S. B. (1998). Case Study Research in Education: A Qualitative Approach, 
Jossey-Bass Publishers, San Francisco. 
Miller R. D. (1991). Learning Styles: Putting Research and Common Sense into 
Practice, American Association of School Administrators, Virginia. 
77 
M o e Education Services, (1997). Special Considerations for Individual Planning -
Students with Learning Disabilities, 
http://www.educ.gov.bc.ca/.specialed/www/ppandg/planning_4.html. 
O'Flanagan R. (1997). Neural Correlate of Conscious Phenomena: An explanation of 
the underlying neural mechanisms which cumulatively make up human 
consciousness, rof@maths.tcd.ie.,http://www.maths.tcd.ie/~rofyneuro/42.txt 
Peverly S. Kitzen K. (1998) Curriculum Based Assessments of Reading Skills, 
Psychology in the schools, Vol. 35. No. 1. Michigan. 
Pinker S. (1994). The Language Instinct: How the Mind Creates Language. Harper 
Collins, New York. 
Ramsay K. (1995). Phonemic Awareness, Ballarat Student Services, Ballarat. 
Rosner J. (1973). Auditory-motor Skills, Walker Educational Book Corporation, New 
York. 
Ruddell R., Ruddell M. and Singer H. (1994). Theoretical Models and Processes of 
Reading. International Reading Association, Newark. 
Sealey A. (1996). Learning about Language, Open University Press, Buckingham. 
78 
State ofthe Art: Reading - (November 1993). Transforming Ideas for Teaching and 
Learning To Read http://www.ed.gov/pubs/StateArt/Read 
Travers F. (1977). The Growing Child - Introduction to Child Development, John 
Wiley and Sons, New York. 
Walker R. (1988). Applied Qualitative Research, Dartmouth Publishing Co. 
Aldershot. 
Watson A. and Badenhop A. (1992). Prevention of Reading Failure, 
Scholastic Australia, Sydney. 
Webster P. E., Solomon A., Couvillion M. (1997). Phonological Impairment and 
Prereading: Update on a Longitudinal Study, Journal of Learning Disabilities, Vol. 30 
No. 4. Texas. 
79 
APPENDICES 
Appendix One - Student Needs 
Memory 
Memory skills may limit the way children can work with text (Funnell & Stewart, 
1995). Children vary in their ability to obtain information and recall it at a later date 
as required. Memory is an important individual specific learning need that should be 
addressed to ensure student language learning. 
Piaget (1978) describes two main forms of memory when 
A person can retain, over a period of time, a behavioral potential which is the 
result of previous learning....The adult retains specific events or things from 
the past; in the other kind of remembering, he preserves the general skills 
acquired in the past. (p. 167) 
Long term and short term memory varies between different students. To effectively 
implement a program one must understand the student's level of memory skills. A 
simple way to determine a child's short-term memory is to provide them with a 
sequence of numbers and ask the child to recall them. At first the child should be 
given two or three numbers. The numbers should be provided in a 'boring' type tone 
of voice so that the child is not influenced by changes in pitch, rhythm or tempo. The 
numbers in the sequence should gradually be increased. It is important not to choose 
numbers that have a pattern, or can be associated with a previous pattern. Instead of 
numbers objects may be used, however the types of objects chosen may influence the 
child's memory. 
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Digit span is typically four digits at age 5, rising to 6 at age 10, settling 
around 7 in adults. These vary according to what the items are and how 
familiar they are to the individual. (Biggs & Moore 1993:213) 
Long-term memory can be developed through using activities that involve prior 
knowledge or areas that are important to the student. These can then be developed 
further to involve other strategies highlighted by Buzan (1994:49) such as 
associations, including imagery (Ruddell, Ruddell and Singer, 1994); attaching what 
you want to remember to as many senses as possible, making what you want to 
remember move, use humor, imagination, number, symbolism, color, order/sequence, 
positivity and exaggeration. A child's lack of memory skills may also prevent the 
personal engagement with the text, as a child needs to focus all of his/her attention on 
decoding, rather than comprehension (Ruddell, Ruddell & Singer, 1994). If a child is 
struggling with the text he/she may feel there is little to offer due to their lack of 
success. Where a text is used which is more appropriate to their level, the child's 
confidence and self-esteem may still be low as they do not feel their reading skills are 
adequate. This also makes it very difficult for the child to be motivated with or by the 
text (Gipe 1995). 
Environmental influences 
The quality ofthe learning environment has a great effect on the quality of learning 
(Funnell & Stuart 1995). Immersion in good quality books at home where literacy 
skills are valued can have a much greater effect on a child's learning than when a 
child has no books at home and literacy skills are not valued at all. In these 
circumstances it is important to be aware ofthe social/environmental implications 
(Gipe 1995) on the child's learning. 
Such opportunities for on-going literacy development must recognize, 
however, that children learn differently, at different rates and in different ways 
influenced by their previous experiences of school literacy and other language, 
cultural and social factors as well as personal or individual characteristics. 
(Lo Bianco & Freebody 1997:89) 
Modelling - Speech difficulty 
If the child is from an environment where appropriate modelling is inadequate, then 
the child may model inappropriate behaviour or fail to demonstrate effective learning 
strategies (Feuerstein in Ruddell, Ruddell & Singer 1994). For example, a child with 
a speech difficulty may be modelling his/her mother's/father's/carer's same speech 
problems, so even appropriate modelling at school may not be enough to counteract 
the modelling from home. The child may require special speech assistance. Wright 
(in Lunt Norwich & Varma, 1995) states 'that students with speech difficulties are at 
risk of academic failure.' Throughout my experience as a classroom teacher I have 
observed children writing words as they say them, for example a child who was in 
grade six incorrectly pronounced 'have to' as 'havto,' she also spelt it as 'havto.' 
Quite often letters are substituted in words for incorrect letters based on how the 
student pronounces the word. Once this is diagnosed and the student is made aware of 
what is happening, the student can pay more attention to the writing of these particular 
words and increase their accuracy. The child does not always become aware of their 
errors through modelling, especially children with learning difficulties. 
Sound Recognition 
From sound recognition develops word recognition, which is an important area of 
reading development recognised by Goulandris and Snowling (in Funnell & Stuart 
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1995). They discuss Goodman and Smith dismissing the importance of this area and 
the research that Stanovich has done illustrating that it is important as poor readers 
tend to rely on context, as they do not have the word recognition skills to use 
(Andrews in Watson & Badenhop 1992). A program to meet specific individual 
learning needs would initially address the word recognition area (if this was an area of 
need) and then develop other areas in a meaningful environment at the appropriate 
time. 
Visual Perception 
Quite often literacy development problems are related to children's visual perception. 
It is essential to check this to see if a child has a problem (Gipe 1995). This can be 
done through simple observations ofthe child, for example if they are squinting, or 
rubbing their eyes when focusing on their work, if their eyes become red; or asking 
the children about what they see, drawing symbols for the child to draw or identify. If 
there are concerns about the child's language development they should be checked 
medically as quite often problems can go undetected. This may result in learning 
being hindered or not occurring regardless ofthe quantity and quality of experiences 
being provided. 
Gross/Fine Motor Co-ordination 
As with visual perception, gross and fine motor co-ordination may hinder the 
experiences provided to enhance learning. Cited in Travers (1997:90), Knobloch and 
Pasamanick state that healthy development depends on the integration of five kinds of 
behavior. 
1. Adaptive (including perception, sensorimotor reactions, and eye hand 
coordination) 
2. Gross motor behavior (including head balance, sitting, standing, creeping, 
and walking) 
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3. Fine motor behavior (including the use of hand and fingers in grasping and 
manipulating an object) 
4. Language behavior (including facial expression, gesture, words, phrases, 
sentences, and comprehension. 
5. Personal-social behavior (including feeding ability, toilet training, self-
dependency, and cooperation. 
These individual needs can affect how the child relates the experience to their own 
world and how they recall it at a later date for their own use. If, for example, a child 
has social problems then participating in real life experiences may be clouded with the 
child's need to be the leader ofthe group for each ofthe activities, rather than co-
operating and focusing on the content ofthe activity. In providing a program based 
on the child's individual needs, the social needs would either be addressed or the 
learning environment would take away the importance ofthe social needs for that 
particular activity, allowing more focus on the actual content ofthe activity. 
Auditory Perception 
A number of skills are included in the area of auditory perception; 
Auditory discrimination is the ability to distinguish sounds, auditory memory 
is the ability to remember a sequence of sounds, and auditory blending refers 
to the blending of phonemes to form a word. (Gipe 1995:69) 
Pairing visual and auditory messages 
As a preschooler the child responded to and used oral language, learning by 
ear. The new activity of reading demands that he use his eyes to scan and 
analyse the printed text. The language and the visual aspects of a reading 
task n o w have to be related. There has to be an association ofthe analyzed 
speech with the analyzed shapes. This is the third area in which the child may 
have difficulty - pairing the visual and auditory signals coming to his ear with 
the order of visual patterns on the page of his text. Specifically, he m a y have 
trouble relating the timing ofthe language behavior to the spacing of visual 
experience. (Clay 1991:95) 
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Children w h o have poor auditory discrimination skills may also have speech 
difficulties (Harris & Sipay, in Gipe 1995). 
Educational Kinesiology 
Educational Kinesiology is about physical movement to stimulate the interaction 
between different parts ofthe brain to overcome learning blocks. There are three 
main areas: 
1. Laterality Dimension: movements across the body or brain, being able to cross the 
central midline ofthe body, 
2. Focusing Dimension: movements to the front and back ofthe body or brain, being 
able to cross the participation midline, 
3. Centering Dimension: movements between the upper and lower body and brain, 
being able to cross the vertical midline. 
Activities in the above can improve such areas as focusing the learner on the task at 
hand, developing co-ordination so the body moves as one, relaxing the system, 
assisting the learner to move from left to right or right to left and to express 
themselves more easily. 
Phonemic awareness skills 
Children need to have appropriate decoding skills to understand the text (Samuels in 
Ruddell, Ruddell & Singer 1994) and need to be interested in learning the text so they 
can relate it to its appropriate social setting. 
Children's awareness ofthe phonemic structure of spoken words is an 
extremely strong predictor of their success in learning to read. Because useful 
knowledge of spelling-sound correspondences depends on such phonemic 
awareness, children who fail to acquire it are severely handicapped in their 
ability to master print. (Adams cited in State ofthe Art: Reading - 1993) 
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Learning style 
A child's learning style or even reading style, as Gipp (1995) mentions, may have a 
significant influence on a child's rate of development. For example a child with a 
logical learning style may develop a greater understanding ofthe structure ofthe text 
than a child with an interpersonal learning style, but a child with an interpersonal 
learning style may understand more the social purpose ofthe text. 
Our learning style is the way we perceive the world, how we think, make 
judgments and form values. It is our window to the world, the unique aspect 
of our humanness. Style is concerned with cognition, conceptualization, affect 
and behavior. (Director of Instructional Improvement, Suburban Nebraskan 
District, cited in Miller 1991:12) 
Understanding the individual and how they learn is recognizing different learning 
styles and catering for different individual learning needs. To take this a step further, 
Howard Gardner, (Miller 1991:12) suggests that: 
Human beings are capable of developing at least seven different ways of 
knowing the world: 
* Linguistic - sensitivity to language, meanings and the relations among 
words; commonly found in the novelist, poet, copywriter, scriptwriter, editor, 
magazine writer, reporter, public relations director, speechwriter; 
* Logical - mathematical intelligence constitutes abstract thought, precision, 
counting, organization, logical structure; found in the mathematician, 
scientist, engineer, animal tracker, police investigator, lawyer, and accountant; 
* Musical - the sensitivity to pitch, rhythm, timbre, the emotional power and 
complex organization of music; this is found in the performer, composer, 
conductor, musical audience, recording engineer, maker of musical 
instruments; 
* Spatial - keen observation, visual thinking, mental images, metaphor, a 
sense ofthe whole gestalt; found in architects, painters, sculptors, navigators, 
chess players, naturalists, theoretical physicists, battlefield strategists; 
* Bodily/kinesthetic - control of one's body and of objects, timing, trained 
responses that function like reflexes; found in dancers, athletes, actors, 
inventors, mimists, surgeons, karate teachers and the mechanically gifted; 
* Interpersonal - sensitivity to others, ability to read the intentions and 
desires of others and potentially to influence them; includes consideration of 
others; found in politician, teacher, religious leader, counsellor, shaman, 
salesman, manager and "people people;" and 
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* Intrapersonal - self-knowledge, sensitivity to one's o w n values, purpose 
feelings, a developed sense of self; identified with the novelist, counsellor, 
wise, elder, philosopher, guru, person with deep sense of self. 
If a learning style of a student is recognized then it can be used to design a program 
that will best meet the needs of that student. In some circumstances learning styles 
can be used in a similar way to Rumelharts (1994) 'Interactive model' or Stanovich's 
(1980) process of'Interactive-compensatory', where the reader identifies an area of 
deficiency and uses another knowledge source to compensate for that area. However, 
as it is important to broaden and develop the student's knowledge, skills and 
perspectives, this approach should be used as a tool in areas where the student may 
require extra assistance, especially to develop confidence and self-esteem. 
Psychological factors 
Psychological factors that are important in designing a program to meet individual 
learning needs are mental maturity, emotional maturity, mental content, and the 
individual's concept of themselves. The following definitions for diagnosis have 
come from Carter and McGinnis (1970). 
Mental maturity is the level at which the individual can interpret actual 
sensory perceptions. 
Emotional maturity means that an individual has grown up emotionally; that 
is, he has learned to do the thing that needs to be done when it needs to be 
done whether he wants to do it or not. 
Mental content - In the act of reading one is chiefly concerned with meaning. 
In order to identify, interpret, and evaluate the ideas ofthe writer expressed in 
visual symbols, the reader must utilise his total awareness at that moment. 
This total awareness has been called mental content. 
It is a crucial factor in reading, because the individual sees with what he has 
seen and he experiences with what he has experienced. 
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The child also feels with what he/she has felt, making up a large part of his/her self-
concept (Dechant and Smith 1977). If he/she has felt failure in completing previous 
tasks, then the feeling of failure is associated with similar new tasks. This results in 
the child failing even before he/she begins. I have used Carter and McGinnis 
(1970:60) who describe some male behaviour here (from my experience I believe it 
can also be applied to some females) to highlight what to look for in identifying a 
student's lack of self-esteem. 
The child who is unable to read at his expected level usually becomes 
frustrated and conspicuous in his class. H e is hurt, ashamed, and learns to 
dislike reading. His lack of success and his feelings of inadequacy may 
contribute to emotional and social maladjustment. H e fails to get satisfaction, 
security, and recognition in a manner pleasing to himself and at the same 
time acceptable to his group. In this state of mind, he may become aggressive, 
put on a bold front, and assume the role of a cruel and destructive bully. O n 
the other hand, he m a y become timid and withdrawn. H e may feel inferior and 
show a lack of confidence. In both instances, his self-concept has been 
reduced. 
Cultural factors 
A concern here is the different values and attitudes between home and school. As 
Sealey (1996:77) points out, for some time now the discourses between home and 
school have been recognised. Educators need to be aware of and able to address the 
social, cultural and functional differences that can occur, to minimise their effect on 
student learning. Environmental factors such as 'debilitating poverty, unfortunate 
conditions within the home, schools that are physically inadequate for or unresponsive 
to students' instructional needs and societal ills' are listed by Gipe (1995) as having a 
'negative influence on school achievement and reading progress'. Under these 
circumstances the cultural practices ofthe community would not be achieving a 
positive learning outcome. 
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Appendix T w o - Lo Bianco & Freebody's (1997:33) summary ofthe different 
literacy teaching approaches 
1. Literature based learning: 
[T]he role of literature in literacy acquisition is emphasised. Its components 
are a rich engagement with good writing and personal engagement in text. Its 
effects are taken to be in motivating the development of capabilities, the 
learning and recall of story patterns and a close relationship between teacher 
and students. In these ways, literature is used to build a community of 
readers with strong motivation to read and write... 
2. Natural learning: 
In this procedure, sometimes called holistic learning, there is an emphasis on 
the personal construction of meaning with skills being acquired, mostly 
naturalistically, within whole texts. This is a literacy gained in meaningful 
contexts rather than through explicit instruction and practice. There is often an 
effort to mirror the 'naturalness' of what is believed to pertain in children 
learning to speak and consequently immersion in literacy materials, along with 
self-monitoring by students, are favoured. M a n y adherents to natural 
learning do believe in 'modelling' what is to be learned and even in explicit 
teaching, but always in meaningful contexts. In its idealised position natural 
learning is conceived as building on the oral language proficiency and early 
literacy (emergent literacy) experiences that children are seen to have acquired 
before school. 
3. Experience based learning: 
The provision and recall of 'real world' experiences in and out ofthe 
classroom are seen as the basis for genuine motivation for learning and for 
developing the necessary mental scaffolding that facilitates learning. Topic 
learning drives literacy learning which is most beneficial when it is directly 
tied to first-hand experiences. 
4. Skills-based learning: 
The emphasis here is on an analytic approach, breaking up the holism of 
reading and writing activities as they are experienced into certain teachable 
elements. These elements are conceived partly in terms ofthe components of 
the language system - letter-sounds, letter-clusters, syllables and so on. 
However, some forms of text approaches to skills-based learning emphasise 
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explicit knowledge of clause/sentence grammar, conventionalised components 
of different types of texts, and sequences of information in texts. 
5. Genre-based learning: 
Proponents of genre-based learning deal with components and sequences of 
information in text. Genre approaches address the relationship between the 
social functions of particular texts (text-types), their structure, and the patterns 
of vocabulary and functional grammar that make the particular text 
effective for its social purpose. 
6. Critical literacy approaches: 
These approaches emphasise the fact that being an effective reader and writer 
involves understanding and using the points of view expressed (and those 
silenced) in a text, and thinking critically about h o w the reader is led to 
accept or reject the assumptions in texts that support the positions of certain 
groups (related to gender, race, ideology, social class, religion, etc). 
7. Cultural-practice based approaches: 
This approach draws on the language and cultural patterns ofthe immediate 
surrounding community to develop texts and embed students' capabilities in 
the social routines as well as the appropriate language ofthe community. 
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Appendix Three - T o m and Tanya's Achievements 
TOM: 
14/5/96 Knew three sounds e,s,k 
21 /5/96 Rosner Level C Unit 4 
23/5/96 Clapped and wrote lines for syllables of words, beginning with two 
syllable words 
30/5/97 Rosner Level C Unit 5 
6/6/96 Rosner Level C Unit 6 
19/6/96 Knew eleven sounds p,a,n,o,t,c,d,z,s,b,h 
Rosner Level E Unit 6 
Memory game using sounds focusing on beginning and ending sounds 
26/6/96 Rosner Level E Unit 7 
28/6/96 Revised three syllable words 
17/7/96 Blending and segmenting two letter words using known sounds 
24/7/96 Identifying beginning, middle and final sounds 
25/7/96 Rosner Level F Unit 8 
14/8/96 Worked on "in" sounds then added extra letters e.g b-in, d-in, w-in 
23/8/96 Rosner Level G Unit 6 
13/9/96 Rosner Level G Unit 7 
22/10/96 Writing three letter words that can be sounded out 
11/11/96 Rosner Level G Unit 9 
16/5/97 Rosner Level H Unit 6 
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23/5/97 Only had trouble with the "z" sound 
2/6/97 Made three and four letter words and changed the beginning or ending 
18/6/97 Level H Unit 7 
20/6/97 Worked on word recognition cards, those words that cannot be sounded 
out, eg. was, you, they, that, who, do 
23/7/97 Finished the Rosner program 
30/7/97 Finding word recognition cards easy 
17/9/97 Went through "100 most used words" list got 86 correct (A few he got 
second time around) 
8/10/97 Writing sentences using capital letters and full stops 
Worked on words he had trouble with from the "100 most used words" 
list, now only has trouble with 'because' and 'water' 
5/12/97 Read through spelling grade placement words up to and including grade 
two, got all correct 
TANYA: 
14/5/96 Knew nine sounds o, b, r, s, f, m, c, i,a 
20/5/96 Rosner Level B Unit 2 
23/5/96 Clapped syllables out well 
28/5/96 Recognising beginning sounds of words 
30/5/96 Rosner Level B Unit 3 
19/6/96 Knew twenty sounds j,a,o,t,q,r,m,c,d,i,e,f,u,g,k,l,z,s,b,h 
Rosner program Level B Unit 5 
28/6/96 Rosner Level C 
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17/7/96 Blending two sounds using known letters 
23/7/96 Blending three sounds 
25/7/96 Level D Unit 5 
27/8/96 Attempting to spell words, got these words correct - pig, flower, tree 
words taken from a memory game 
13/9/96 Rosner Level Unit 6 
8/10/96 Blending four letter words 
18/10/96 Knows all her sounds 
14/5/97 Rosner Level E Unit 7 
28/5/97 Played Junior Scrabble made words and sounds, also changed the ending 
or beginning 
18/6/97 Working on words that cannot be sounded out 
23/7/97 Rosner Level F Unit 8 
24/7/97 Blending five letter words 
26/8/97 Rosner Level G Unit 8 
24/10/97 Rosner Level G Unit 9 
27/1 1/97 Only got 8 out of 40 words wrong from reading a spelling grade 
placement test that has 10 words for each level, Grade 1, 2, 3 and 4. 
1/12/97 Correctly wrote 15 words out of 20 from the above test using the Grade 
one and two words. Got three ofthe grade three words correct. 
4/12/97 Rosner Level H 7 
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Appendix Four - Word List (Love & Reilly 1995:149) 
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Regular Words 
Analysis 
2 sounds = 2 letters 
up m at a n if it us 
3 sounds = 3 letters 
rat 
sat 
van 
pan 
tag 
wag 
jam 
ram 
sap 
gap 
fax 
tax 
mad 
pad 
jet 
net 
den 
pen 
leg 
beg 
hem 
web 
yes 
vet 
let 
men 
hen 
led 
4 sounds = 4 letters 
(blend at start) 
stop 
skin 
snip 
slot 
swim 
spin 
crop 
blot 
i 
brat 
grip 
glad 
plot 
prop 
flag 
frog 
twin 
clap 
glum 
skip 
slap 
clip 
brag 
grab 
flat 
trap 
pram 
slip 
5 sounds = 5 letters 
crust 
stamp 
cramp 
print 
stilt 
spent 
smelt 
frost 
hit 
fit 
pin 
tin 
fig 
jig 
rim 
him 
sip 
rip 
fix 
mix 
lid 
hid 
gland 
grunt 
twist 
trust 
not 
cot 
hot 
fog 
log 
jog 
mop 
top 
pop 
box 
sox 
job 
mok 
cob 
) 
(blend at end] 
lamp 
rust 
hand 
help 
desk 
lisp 
band 
mist 
dusk 
lump 
brisk 
brand 
crisp 
felt 
mint 
tusk 
silt 
must 
hand 
cost 
camp 
gulp 
crimp 
trend 
slant 
flint 
nut 
but 
gun 
fun 
rug 
bug 
gum 
hum 
cup 
Pup 
rub 
cub 
mud 
bud 
best 
lend 
melt 
romp 
risk 
lost 
limp 
runt 
sent 
tramp 
glint 
plant 
steps 
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Appendix Five - Phonological Awareness Screening Test 
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SPEECH PATHOLOGY: PHONOLOGICAL AWARENESS SCREENI NG TEST (1.0) 
Name: Date: 
=hvmina woros Sviiaoias Cengtn 3lenos S*gm*ni5 9e<jinnmos 3 9 :o Enamgs. Middle Wnnnq N U M M A R Y 
I.RHYMING 
These woras rnyme: wiil bill 
mm. 
They rnyme. they sound the 
same. 
Can you tell m e a wora that 
rnymes witn these. 
Recora responses (or these 
woras. 
Nonsense words that rhyme 
are counted correct. 
no OID 
lit 
fun 
hoi lot 
gel tn* oall 
they ere playing 
[my 
 snoes are wet i 
3. W O R D S INTO 
SYLLABLES 
•use counters 
(demonstrate) 
Some words breax into 
pans, e.g. window 
wm-dow. 
Use your counters. 
Try 'njDber". 
playing 
under 
wonderful 
before 
unhappy 
21 
lei 
hi 
| 2 i 
h i 
5. BLENDING W O R D S 
Can you tell m e what this 
word is? 
ff-aa-rt 
Fat 
Your tum. 
Your word is 
Rrr-uu-nn 
p-W 
u-P 
m-e-n 
l a m p 
S-O-C-fc 
S-4-O-0 
j 
J 
train 
mosquito 
hose 
telepnone 
the 
top 
bend 
tip 
al 
bus 
lump 
7. BEGINNING S O U N D S 
'Rubber' starts with r. 
What sgund does 'long' 
start with?-. 
• 
dig 
feather 
rabbit | 
sip | 
toast | 
metter | 
2. SENTE.NC33 JNTO WOROS 
How many woras can you 
hear? 
As you sav eacn word move 
the counter like this: 
"Look at me" 
(demonstrate now to move 
the counter] 
4. IS THE W O R D 
LONG O R SHORT? 
Bee is a snort word. 
photoccoier is a long word. 
Is car a snort word or a 
long word? 
Is oeautrfui' a short 
word or a .'ong word? 
6. SEGMENTING W O R D S 
INTO SOUNDS 
Your tum ;o stretch the 
word for me. 
The word is fat - fff aaa tft 
(demonstrate) 
As you say each sound 
move one counter. 
Your tum. H o w many 
sounds in: 
1) tap 2) stop 
bun | 
[moss | 
|look 1 
Ileal | 
[leap | 
'rib | 
8. FINAL S O U N D S 
We are gang to look at end 
sounds of words. 
'Mat" enos with a t. 
Tis the last sound. 
What sound does bus' 
end in? (s) 
9. MIDDLE S O U N D S 
Pof has an 'o' sound in 
the middle. 
What sound can you hear 
in 'maf ? 'a' 
p* 1 
pin . | 
rutt j 
mop | 
can 1 
mesa 1 
'< 1 
| 
pit | 
fan | 
net 
rob [ 
10. WRITE THESE D O W N 
Use a secarate piece of 
paper. 
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ONE HUNDRED MOST USED WORD LIST 
(Source unknown) 
a 
about 
after 
all 
an 
and 
are 
as 
at 
back 
i 
be 
because 
big 
but 
by 
came 
can 
could 
day 
did 
do 
dog 
down 
for 
from 
get 
go 
going 
good 
got 
I 
if 
in 
into 
is 
it 
had 
have 
he 
her 
him 
his 
home 
just 
like 
little 
man 
me 
morning 
mother 
my 
night 
not 
of 
off 
on 
one 
our 
out 
over 
people 
play 
ran 
said 
saw 
school 
see 
she 
so 
some 
soon 
that 
the 
their 
them 
then 
there 
they 
this 
three 
time 
to 
too 
two 
up 
us 
very 
was 
water 
we 
went 
were 
what 
when 
will 
with 
would 
you 
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